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PROLONGED TEACHER STRESS AS A FUNCTION OF
TEACHERS' PERCEPTIONS OF PRINCIPAL LEADERSHIP STYLE ADAPTABILITY
AND
TEACHERS' BELIEF SYSTEMS
ABSTRACT

Building on previous studies on teacher stress involving both
personal and environmental factors, this work investigates the
impact of teachers perceptions of principal leadership style
adaptability and teachers' belief systems on prolonged teacher
stress, or burnout.

The author employed a stepwise multiple

regression to analyze results of 71 classroom teachers who were
surveyed with three instruments:

a) The Maslach Burnout

Inventory (Maslach & Jackson (1981), b) the Leadership
Effectiveness and Adaptability Description (Hersey & Blanchard
(1973), and c) the Jones Irrational Beliefs Test (Jones, 1968).
The study included

class size, percentage of inclusion children,

percentage of students below grade in reading, years of teaching
experience, and percentage of chronic behavior problems as
covariates. The three subscales of the Maslach Burnout Inventory
- Emotional Exhaustion, Depersonalization, and Personal
Accomplishment - were the three dependent variables and formed
the basis for the three hypotheses.

Results showed that the

percentage of inclusion children explained most of the variance

x

in Emotional Exhaustion, whereas leadership adaptability and the
percentage of chronic behavior problems accounted for most of the
variance in Personal Accomplishment. None of the independent
variables accounted for any variance in Depersonalization.
Surveyed teachers also indicated a supportive principal as being
most desirable, and in ranked categories of stressors, teachers
ranked time pressures as the number one stressor.

Pamela Pare 1
School of Education
The College of William and Mary in Virginia
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PROLONGED TEACHER STRESS AS ?• FUNCTION OF
TEACHERS' PERCEPTIONS OF PRINCIPAL LEADERSHIP STYLE ADAPTABILITY
AND
TEACHERS' BELIEF SYSTEMS

CHAPTER 1

Statement of the Problem
The purpose of this study is to investigate the
dependent variable of prolonged teacher stress (burnout)
as a function of two independent variables:

teachers'

belief systems and teachers perceptions of principals’
leadership style adaptability.

Justification for the Study
The problem of teacher stress has been an on-going
one that has been researched as far back as 1933
(D'Arienzo, Moracco & Krajewski, 1982).

One study by

Hicks (1933) surveyed 600 classroom teachers and found
that 17 percent were "unusually nervous" and 11 percent
had suffered nervous breakdowns.

Another study done by

Peck (1933) found 33 percent of female teachers surveyed
suffered nervous symptoms.

More recent studies on

teacher stress have found a "substantial increase" in
teacher stress (D'Arienzo et al., 1982).

D'Arienzo also

states that a 1967 study done by the National Education
Association (N.E.A.) reports 78 percent of teachers
surveyed experienced "moderate or considerable levels of
2

3
stress."

In 1977, an address at the annual meeting of

the American Association of School Administrators (AASA)
reported teaching as one of the top three most
potentially stressful occupations {Hunter, 1977;
D'Arienzo et al., 1982).

D'Arienzo also reported from

Walsh (1979) that a 1978 Chicago teachers' union survey
showed 56.6 percent of the 5,500 teachers responding
claimed job-related physical or mental illness.

More

recently, an N.E.A. study done on 2,165 public school
teachers nationwide showed a) 43 percent of teachers pl’an
to continue teaching until they can retire, b) nine
percent of the 1,738 respondents plan to leave the
classroom as soon as possible, and c) 41 percent claim
they would not have chosen the teaching profession if
they had it to do over again {D'Arienzo et al., 1982).
In Tacoma, Washington, the teachers' union has
successfully negotiated stress insurance for its members,
and the N.E.A. has adopted Resolution E-42, recognizing
the increase in stress-related disabilities among
teachers, as well as urging its local associations to
develop stress management programs for its members
(D’Arienzo et al., 1982).

On a national level, in 1980,

the United States House of Representatives Sub-Committee
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on Elementary, Secondary, and Vocational Education heard
testimony on job-related stress among school teachers,
which also pointed out the need for professional help to
teachers experiencing job-related stress.
There have been numerous studies on the emotional,
psychosomatic and physical symptoms of stress, which have
compared teacher stress to that of soldiers in combat,
and shown the physical manifestations of stress,
including effects on the body's cardiovascular,
digestive, and immune systems.
did a study which

Harlin and Jerrick (1976)

connected most teacher absenteeism

with stress-related mental health problems.

Stress has

also been related to general anxiety, tension,
depression, family relationship breakdowns, and lost
productivity on the job (D'Arienzo et a l ., 1982).
A study by Hanchey and Brown (1989) stated that
human services professionals such as teachers shared
three basic characteristics which lead to inevitable
burnout.

"They engage in emotionally draining work; they

demonstrate personality characteristics, such as
idealism, enthusiasm, caring about others, and
sensitivity, which helped them choose their profession;
and their focus is on the recipients receiving services
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(Hanchey & Brown, 1989, p. 2)."
researchers,

According to these

"The National Educational Association states

that by 1990 the nation's schools will need one million
new teachers to replace those leaving the profession and
to meet the needs of an increased population of schoolaged children (Hanchey & Brown, 1989, p. 7)."

Many other

researchers have studied the magnitude of the problem of
stress among school teachers, and have shown how it is
becoming more and more an occupational hazard (Pettegrew
& Wolf, 1989; Payne & Fletcher, 1983; Coates & Thoresen,
1976; Kyriacou & Sutcliffe, 1978; Turk, Meeks & Turk,
1982).

There have also been numerous studies in the

literature on stress management programs for teachers
(Forman, 1990; Forman & Forman, 1980; Sharp & Forman,
1985; Forman, 1981; Forman, 1982; Cecil & Forman, 1990).
Among the research done on teacher stress, some has
focused on environmental factors as contributing to
teacher stress (Hanchey & Brown, 1989; Pettegrew & Wolf,
1982; Payne & Fletcher, 1983), others have focused on
personal characteristics as factors relating to teacher
stress (Halpin, Harris & Halpin, 1985; Greenwood, Olejnik
& Parkay, 1990; Kyriacou & Pratt, 1985; Kyriacou &
Sutcliffe, 1979).

Still others have concentrated on
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principal leadership style and how it relates to teacher
stress (Cook, 1983; Chapman, 1983; Roberts, 1983;
Carveth, 1983; Mazur & Lynch, 1989; Blase, Dedrick &
Strathe, 1986; Evans & Johnson, 1990; Tawari, 1983;
Bhella, 1982;), and as referenced earlier, research has
also focused on a relationship between the principles of
RET and teacher stress (Forman & Forman, 1980; Bernard,
1990; Sharp & Forman, 1985; Forman, 1982).

Still more

research needs to be done on factors relating to teacher
stress and to what degree certain specified factors
contribute to teacher stress.
It is the intention of the proposed research,
therefore, to examine certain specific factors already
researched heretofore in the literature and to examine
the interrelationships among the three factors of
teachers' perceptions of principal leadership style,
teachers' irrational beliefs, and prolonged teacher
stress for the purpose of constructing a predictive model
of teacher stress.
Theoretical Rationale
The theoretical rationale upon which this study is
based comes from the rational-emotive approach of Albert
Ellis.

His theory evolved after experiencing
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dissatisfaction with using the psychoanalytic approach
(Ellis, 1962).

Ellis's disillusionment with

psychoanalytic theory led to an interest in learning
theory, which then, in 1954, evolved into a rational
approach.
RET assumes that a human being has the potential for
both rational and irrational thinking.

Self-

preservation, happiness, thinking and verbalizing,
communication with others, and self-actualization are
among a person's positive traits.

Self-destruction,

thought avoidance, procrastination, repetition of
mistakes, intolerance, perfectionism, and self-blame are
a person's negative traits.

Ellis's RET assumes that

humans are fallible and make mistakes, but helps them to
accept themselves as beings who are fallible and who do
make mistakes (Corey, 1990).
Ellis's theory involves changing his patients' ways
of thinking in order to agree with a more rational way of
thinking.

Ellis claims that 90 percent of patients

treated using this approach showed considerable
improvement (Ellis, 1955),
In his rational-emotive approach, Ellis suggests six
assumptions regarding a person's emotional instability
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(Ellis, 1962).
They are:
1.

People are uniquely rational and irrational;
when they are rational, they are happy.

2.

Emotion and thinking are closely related;
emotional disturbance is caused by irrational
thinking. Emotion is biased, personalized
thinking.

3.

Human beings develop irrational thinking early
in life.

This mode of thinking is biologically

based as well as parentally and culturally
acquired.
4.

Humans perpetuate emotional disturbance through
irrational thought.
accompanies thinking.

Verbal language
People perpetuate

disturbance through internalizing verbal
thoughts.

Ellis states,

"For all practical

purposes, the phrases and sentences that we
keep telling ourselves frequently are or become
our thoughts and emotions (Ellis, 1962)."
Humans reinforce these thoughts and
emotions through continuous self-stimulation.
5.

Continuous emotional disturbance is not caused

9
by external events, but by the internalizing of
irrational ideas and inner language.
quotes from Hamlet:

Ellis

"There's nothing either

good or bad but thinking makes it so."
6.

Negative, destructive thoughts must be targeted
and challenged so they may be reorganized and
replaced by more rational thinking.

Ellis also identifies eleven irrational beliefs,
which Western civilization has incorporated into its
thinking, and which appear to lead to neurosis (Ellis,
1962):
1.

It is essential that one be loved or approved
by virtually everyone in his community.

2.

One must be perfectly competent, adequate, and
achieving to consider oneself worthwhile.

3.

Some people are bad, wicked, or villainous, and
therefore blamed and punished.

4.

It is a terrible catastrophe when things are
not as one wants them to be.

5.

Unhappiness is caused by outside circumstances,
and the individual has no control over it.

6.

Dangerous or fearsome things are causes for
great concern, and their possibility must be
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continuously dwelt upon.
7.

It is easier to avoid certain difficulties and
self-responsibilities than to face them.

8.

One should be dependent on others and must have
someone stronger on whom to rely.

9.

Past experience and events are the determiners
of present behavior; the influence of the past
cannot be eradicated.

10.

One should be upset over other peoples'
problems and disturbances.

11.

There is always a right or perfect solution to
every problem, and it must be found, or the
results will be catastrophic.

According to Ellis, these irrational beliefs are
continuously being reinforced.

They cause disturbance

and neurosis because people cannot live up to them. They
cannot achieve their shoulds, oughts, and musts, which
then lead to unhappy, ineffective, inert and uncontrolled
feelings.

Ellis postulates, "If, on the other hand,

[people] could become thoroughly released from all these
fundamental kinds of illogical thinking, it would be
exceptionally difficult for [them] to become intensely
emotionally upset {Ellis, 1962)."
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RET accepts that events are largely outside a
person's

control, but he/she has control over taking

action that can change and control his/her future.

RET

is based on the A-B-C theory of personality, where A is
the existence of fact, another person's

behavior, or an

outside event. C is the person's reaction that follows
from A, but A does not cause C.

C is caused by B, which

is the person's interpretation of the event (Corey,
1991) .
Ellis's theory of irrational beliefs may be applied
to factors which produce stress in professional
occupations, including the teaching profession.
"Proponents of RET contend that certain teachers, given
their personality, are likely to bring irrational
attitudes to their teaching environment, and that these
attitudes will lead them to experience teaching demands
and threats as more emotionally stressful than those
teachers who confront the same teaching stressors from a
more rational perspective.

In addition, teachers will

tend to think more irrationally, the more they have
experienced strong, negative emotional arousal, and
strong emotional arousal frequently occurs as a
consequence of teaching over a prolonged period of time
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in a teaching environment with lack of support and
reinforcement and many teaching stressors (Forman, 1990,
p. 317)."

This study will attempt to show the

relationship of Ellis's irrational beliefs to factors
involving teacher stress.

Irrational beliefs have been

discovered to be significantly related to events in
stress within the teaching profession (Turk, Meeks &
Turk, 1982), including teacher attitudes towards these
stressors.

Definition of Terms
Teacher Stress.

A response syndrome of negative

effects which result from the teacher's job (Fimian,
1982);

"a response syndrome of negative effects (such as

anger or depression) usually accompanied by potentially
pathogenic physiological changes (such as increased heart
rate) resulting from aspects of the teacher’s job and
mediated by the perception that the demands made upon the
teacher constitute a threat to his self-esteem or well
being and by coping mechanisms activated to reduce the
perceived threat (Kyriacou & Sutcliffe, 1978)."
Prolonged Teacher Stress.

Burnout arising from the

social interaction between helper and recipient,
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characterized by emotional exhaustion, depersonalization
and reduced personal accomplishment (Maslach & Jackson,
1981); a response to the chronic emotional strain of
dealing with other people, especially if they were
troubled or troublesome (Maslach, 1982); a
multidimensional adaptational outcome of stress (Hanchey
& Brown (1989).

This will be measured by The Maslach

Burnout inventory, Second Edition, for educators (Maslach
& Jackson, 1981-86).
Leadership Style.

Behavior patterns that are

consistent when a leader works with and through people
and that are perceived by those people.

"These patterns

emerge in people as they begin to respond in the same
fashion under similar conditions;

they develop habits of

action that become somewhat predictable to those who work
with them (Hersey & Blanchard, 1982, p.126)."

This will

be measured by The Leader Effectiveness and Adaptability
Description (Hersey & Blanchard, 1973).
Leadership Adaptability. Reflects the degree to
which a principal1s change in styles are appropriate to
the level of readiness of the people involved in
different situations; the critical element in determining
a leader's effectiveness is his or her style
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adaptability.
Irrational Beliefs.

Negative beliefs thought to

have been learned early in life and accepted without
question by the individual having learned them.

Ellis

identified eleven irrational beliefs which he found
common among his patients (Ellis, 1962).

"In most

situations, people create their own negative feelings by
having certain beliefs about the situation.

Their

disturbed stress reactions follow directly from their
beliefs (Forman, 1990)."

This will be measured by The

Jones Irrational Beliefs Test (Jones, 1968-69).
Class Size. The number of students in each
classroom of the teachers surveyed.
Inclusion Students.

The number of students with

I.E.P.s (Individual Education Plans), excluding those for
speech, in each classroom of the teachers surveyed.
Years of Experience.

The number of years each

teacher surveyed has taught in the public schools.
Below Grade Level Students.

The number of students

who are reading at least 1 year below grade level in each
classroom of the teachers surveyed.
Chronic Behavior Problems■ The number of students
who have been referred to the office for behavior
problems in each classroom of the teachers surveyed.
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Research Questions
Specifically, the questions to be researched are:
1.

Will there be a significant relationship between
prolonged teacher stress and teachers' perceptions
of principals' leadership style adaptability?

2.

Will there be a significant relationship between
prolonged teacher stress and teachers' irrational
beliefs?

3.

Will there be a significant relationship among the
covariates of class size, percentage of inclusion
children, years of teaching experience, percentage
of below grade-level children in reading, and
percentage of chronic behavior problems, and
prolonged teacher stress?

Sample Description and Data Gathering Procedures
Subjects chosen for this research will include a
non-random volunteer sample of approximately 100 full
time elementary school teachers from a county school
system in the Tidewater area of Virginia.
The volunteer subjects will be asked to complete
three

separate self-reporting instruments. The

instruments will measure factors involving job-related
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stress, irrational beliefs, and perceptions of principal
leadership style.

Limitations of the Study
Results of this study will be limited by the
solicitation of volunteer subjects done in a non-random
fashion, and caution should be used when attempting to
generalize the findings to all elementary school
teachers.

Also, use of self-reporting instruments may

affect the reliability and validity insofar as the
resulting data is held to the limit of the reliability
and validity of the instruments themselves. Additionally,
validity of results may be affected by limitation to a
time-bound association.
This study does not take into account any other
variables except teachers' perceptions of principal
leadership style, teachers' belief systems and variables
of class size, percentage of students with IEPs,
percentage of years teaching, percentage of chronic
discipline problems, and percentage of students below
grade level in reading. There are many other variables
which could influence teacher stress and which have been
mentioned in the literature, such as internal-external
locus of control, personal-family issues, etc. Results
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will need to be interpreted within the context of the
variables that were included and those which were
excluded from the study.
The practice of aggregating the data of perceptions
of teachers of principal leadership from a group of
several schools has a possible limitation because each
school's principal is different.

The group score may

mask the differential effects of various principal
leadership style on different subgroups of teachers and
may hide effects of certain other variables from school
to school since teachers from a number of elementary
schools in the county were surveyed and the data that
resulted was an aggregate collection across schools.
Since the measure represented each teacher's perception
of his or her own principal's leadership style, each
sample size for each principal was considerably smaller
than the total number of teachers sampled, and there were
only five principals represented, limiting the range of
styles sampled.

Also, since each principal's style was

unique for each school sampled, measurements from each
school did not accurately represent the total sample.
This reflects a limitation of the study, and one of the
limitations of using an instrument to measure teachers'

perceptions of principal leadership style statistically
in order to find some sort of correlation with other
variables that would reflect the total population.
Therefore, the fact that five schools were included in
the sample seriously restricts the variability of the
leadership style predictor variable, and subsequently,
seriously limits the ability to detect any leadership
style-burnout interactions.

Therefore, this study will

consider only the predictor variable of style
adaptatility in its analysis of results.

18

CHAPTER 2

Introduction
A review of relevant literature addresses research
that includes the following areas.
of Albert Ellis.

First is the theory

This theory forms the basis for this

study in that much research has been done linking stress
of professionals in the workplace with human rational
thought.

Much of this research focuses on professionals

in the human service fields.

Next, research focuses on

personal characteristics of teachers because of possible
implications and effects these characteristics have on
stress.

Third, the influences of environmental factors

are addressed.

Much of the literature has shown that

environmental conditions have had significant influence
on teacher occupational stress. Fourth, research focuses
on principal leadership style because of its impact on
professionals in the workplace.

An awareness of the

leadership style of principals has been shown in the
literature to have significant impact on attitudes and
behavior of teachers in the workplace.

Rational-Emotive Theory
Rational-Emotive Theory (RET) as developed by Albert
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Ellis is used currently as a popular behavioral therapy
as well as serving as a basis for research, especially
with regard to the occupational stress of professionals
in the field of human services.

The application of

Rational-Emotive Therapy (RET) has been shown to be
especially useful in enhancing or improving the emotional
well-being of teachers.

(Forman & Forman, 1980).

Current Status of the Theory
Sharp and Forman (1985) compared the effects of
stress inoculation training and classroom management
training on teacher anxiety.

In their study, they point

out that early empirical research on stress management
training for teachers has been relatively small and
without significant results.

More positive results have

been obtained with cognitive-behavioral approaches.

In

their study, Sharp and Forman based their stress
inoculation training on Meichenbaum's stress inoculation
model (Meichenbaum, 1977).

This training model consisted

of three phases, which were education, skill acquisition,
and application.

The classroom management training model

focused on problem identification, observation/recording
of behavior, increase of behavior-reinforcement
procedures, decrease of behavior-extinction and '
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punishment procedures, contracts and looking at examples
of other successful school-based programs.

Their results

suggested that both inoculation training and classroom
management training can be effective in reducing teacher
school-related anxiety.
Forman (1982) used a cognitive-behavioral approach
with

a stress management program for secondary school

teachers.

This study was also based on Meichenbaum1s

(1977) stress inoculation model.
stages:

an

The program had three

educational phase, a rehearsal phase, and an

application phase.

The purpose of the study was to

evaluate the effectiveness of the cognitive-behavioral
approach with respect to teacher stress.

Her study

showed positive results, indicated by reductions in selfreported stress. These results provide supportive
evidence that cognitive-behavioral techniques are
effective in reducing teacher stress.
Forman and Forman (1980) applied RET to a staff
development for school personnel.

The results indicated

that such training showed positive changes in the
affective domain.

They postulate that Rational-Emotive

in-service training is effective in helping teachers cope
with their attitudes and emotions in a productive way in
the classroom.
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Forman (1990) reported on research contributions in
the area of RET and teacher stress management.

She

relates cognitive mediational factors to teacher stress,
and suggests that irrational beliefs have been found to
be significantly related to levels in teacher stress.
RET has made a major contribution in research
involving changes in the affective domain in both
children and adults, and that these changes provide
better cognitive-behavioral coping skills.

The studies

above indicate that much has been done in the areas of
factors involving stress and stress management for school
teachers in the work place.

These studies appear to show

that the inoculation training of Meichenbaum has a
positive effect on stress reduction, and that this
training, based on the principles of RET has shown
evidence of reducing teacher stress.

The studies also

recommend further research in the area of factors that
cause stress as well as RET-based training that address
these factors. Studies such as the ones above, which
point to relationships between teacher stress and faulty
cognitive processing encourage further research involving
how other factors influence or are influenced by, faulty
or irrational thinking.

Such factors as working

conditions, personal characteristics, unrealistic
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expectations, and administrative leadership style could
also be investigated in so far as their relationships to
both irrational beliefs and teacher stress.

The above

studies also focused on treatment intervention for two
variables of RET and teacher stress (Forman), rather than
a descriptive comparison of relationships among certain
variables that could relate to teacher stress.
Since research has shown relationships between
cognitive behavior and stress, as well as a relationship
between a cognitive-behavioral approach to stress
reduction and teacher stress, it would appear to be a
natural progression to continue to focus on RET and its
relationship to teacher stress with the added factor of
principal leadership style.

Therefore, it is especially

relevant that the present study picks up where these
other studies have left off.

The present study examines

this added factor of principal leadership style as a
follow-up to recommendations by previous research on RET
and teacher stress. However, since much of the research
has shown that teacher characteristics can also
contribute as stressors, it would be well advised to
address this here in chapter two.
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Teacher Characteristics and Stress
There have been numerous studies done on
characteristics of school teachers and teacher stress.
Stress is viewed partly as the physiological effects
which result from how one responds to events in the
environment.

Many authors and researchers have offered

various definitions of stress.

Hans Selye defined stress

as "the non-specific response of the body to any demands
(Selye, 1976)."

According to Kyriacou and Sutcliffe,

teacher stress is "a response syndrome of negative
effects such as anger or depression usually accompanied
by potentially pathogenic physiological changes (such as
increased heart rate) resulting from aspects of the
teacher's job and mediated by the perception that the
demands made upon the teacher constitute a threat to his
or her self-esteem or well-being and by coping mechanisms
activated to reduce the perceived threat (Kyriacou &
Sutcliffe, 1979, p. 299)."

Fimian described stress as

"a hypothetical construct that represents an equilibrium
state that exists between the individual responding to
environmental demands and the actual environment.
Disequilibrium may have actual causes, perceived causes,
or, frequently, a combination of both actual and
perceived causes (Fimian, 1980, p. 101)." Swick and
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Hanley (1985) defined stress as "the occurrence of
perceived negative situations that result in adverse
teacher responses or behaviors (Swick & Hanley, 1985)."
Many studies have investigated the relationship
between personal and situational variables which
contribute to teacher stress.

Some of the many personal

characteristics explored in previous research, which have
relevance to the present study include pupil control
orientation, locus of control, personal efficacy, and
self-concept.
The first of these characteristics, pupil control
orientation, refers to the way in which teachers respond
to pupil misbehavior. The idea of pupil control
orientation has been described in the research as a
continuum ranging from custodial to humanistic. There
have been a few studies which found that custodial
orientation relates to higher levels of teacher stress
than does humanistic orientation.
In a study by Harris, Halpin, and Halpin (1985), the
authors used the Pupil Control Ideology Scale,

(PCIS,

Willower, Eidel & Hoy, 1967), to investigate the
bivariate and multivariate relationships between pupil
control orientation, teacher stress, gender, and age.
The researchers correlated five, factors of stress with
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pupil control orientation.

The five factors were

professional inadequacy, principal-teacher relationships,
collegial relationships, group instruction, and job
overload. Bivariate analyses indicated a significant
relationship between an authoritarian orientation and
higher scores on four out of the five stress factors.
Only the factor of collegial relationships was not
significantly related to pupil control orientation.
Group instruction was the only significant contributor in
the multiple regression analysis, and accounted for 12
percent of the variance in pupil control orientation.
Teachers with an authoritarian orientation tended to
report higher levels of stress in dealing with group
instruction than did teachers on the humanistic end of
the continuum. The significance of gender in the
multivariate analysis indicated that male teachers tended
to have more authoritarian orientation than did female
teachers.

Teachers who scored on the authoritarian end

of the PCIS were characterized as stressing order, with a
punitive, moralistic attitude.

Teachers with a

humanistic orientation on the PCIS were characterized as
accepting, trusting and confident in their student's
ability to be responsible and have self-control.
Locus of control has been reported in the research
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to be a significant factor in studies done on teacher
stress. Locus of control refers to whether one views
oneself as a victim of circumstance or fate (external
locus of control), or as having personal efficacy and
some control over one1s environment {internal locus of
control).

Locus of control is an important personal

characteristic in determining how one responds to
stressors, and has been found to be a significant factor
in studies on teacher stress.
Kyriacou and Sutcliff (1979), did a study of teacher
stress and locus of control.

They hypothesized that

those with an expectancy of external locus of control
find the environment threatening and would, therefore,
experience more stress. The opposite would appear for
those with an internal locus of control. The authors
found a positive correlation between self-reported
teacher stress and external locus of control.

Other

researchers have found similar links between locus of
control and teacher stress (Halpin & Halpin, 1985; Kaycheng soh, 1986).

Friedman, Lehrer, and Stevens (1983)

investigated the effectiveness of two different stress
management techniques with teachers who showed either an
internal or external locus of control.

They used the

State-Trait Anxiety Inventory, the Subjective Stress

28
Scale, and the Internal-External Locus of Control Scale
to compare a self-directed stress management approach
with a lecture/discussion method.

Their results showed

that a comprehensive stress reduction program, using
either approach, was important in reducing stress in
teachers.

However, locus of control was not related to

the effectiveness of either approach.

Although The

Friedman study did not find or suggest a relationship
between degree of stress and locus of control, the
authors noted that previous research did suggest such a
relationship. They noted that Messer and Meinster (1980)
examined a number of studies claiming that "internals"
were more successful in self-directed treatment, while
"externals" appeared to be more successful in a more
directed approach.

However, the Messer study found

numerous ambiguities and deficiencies in the statistical
analysis and research design used in such previous
research, lending little support to the existence of an
interaction hypothesis, and lending credence to the
results of the Friedman study.
Teacher stress, and in turn, burnout, may also be
related to a variety of personal characteristics.

Swick

and Hanley (1985), in their report, Stress and the
Classroom Teacher, discussed three main areas of teacher
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stress, which had been identified by others (Coates &
Thoresen, 1976; Fimian, 1980; Hodge
Sweeny, 1981):

&

Marker, 1978;

environmental, interpersonal, and intra

personal. Environmental factors identified were job
demands and responsibilities, poor school environment and
working conditions, and organizational climate, including
principal leadership and support.

The authors cited many

interpersonal factors which previous research showed as
contributing to stress. Out-of-school stressors included
situations involving interpersonal communication and
human relationship skills, as teachers interacted with
family, friends and others outside the school setting.
In-school interpersonal stressors were identified as
those situations involving interactions with one or more
individuals in the school setting (Hodge

&

Marker, 1978).

These included teacher relationships with peers,
administrators, clerical staff, and students.

Other

factors identified as stressors included attempting to
communicate with students of varying needs, interests and
abilities, reacting to inattentive students, disciplining
students, and responding to the personal and academic
needs of the students.
Intra personal factors which were identified as
stressors related to teacher education, classroom skills,

30
self-concept, and motivation (Hodge & Marker, 1978).

The

authors found feelings of intra personal inadequacy to be
the most stress-producing factor for educators, resulting
in loss of self-confidence as teachers.
Other intra personal stressors included lack of
planning, inordinate sense of responsibility,
powerlessness, inability to set priorities,
procrastination, time pressures, poor time management
skills, and unreasonably high expectations for self and
others (Gilbert, Lucia, & Mangelsdorf, 1979; Gmelch,
1978; Landsman, 1979; Sparks, 1979; Ingram, 1979; Styles
& Cavanagh, 1977}.
Additional intra personal stressors included lack of
self-fulfillment, unmet ego needs, and poor self-image
(Gmelch, 1978; Styles & Cavanagh, 1977).

Swick and

Hanley pointed out that one of the more prominent intra
personal stressors reported in the literature was role
conflict, or role ambiguity (Dunham, 1978; Hodges, 1976;
Ingram, 1979).
Swick and Hanley also noted several negative effects
of stress on teacher behaviors, and categorized these
effects into two areas - intra personal and
interpersonal.

They cited five negative effects of

stress on intra personal teacher function that have been
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substantiated by research {Kyriacou & Sutcliffe, 1978;
Pratt, 1978):
1.

Increase in physiological problems such as high
blood pressure and drastic changes in
dietary habits.

2.

Disruption of psychological functioning which
may be exhibited in chronic depression and/or
excessive nervousness.

3.

Significant loss of both physical and
psychological energy levels in trying to deal
with anxiety.

4.

Development of a personal sense of helplessness
and

5.

feelings of inferiority.

Development of psychosomatic illnesses that
seem

real but that stem from the inability to

deal with reality.
Major interpersonal effects of stress were also
noted as substantiated by research (Dinkmeyer &
Dinkmeyer,
1.

1979; Hunter, 1977; Pratt, 1978):
Development (or increase of a feeling of
general social inadequacy.

2.

Decrease in the ability to deal with classroom
discipline problems.
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3.

Erratic teaching in place of what used to be a
pattern of stability.

4.

Conflicts with colleagues over even minor
disagreements.

5.

Formation of a constant "blaming" behavior
pattern. Whereas the teacher who has control of
things may see his or her part in a problem,
high-stressed teachers tend to see a problem as
one caused by others.

Burnout, which may result from prolonged stress, and
its relationship to teacher stress has also been
investigated.

Brissie, Hoover-Dempsey, and Bassler

(1988) looked at individual and situational contributors
to stress.

They hypothesized that lower levels of

burnout would be associated with higher perceptions of
personal teaching rewards and higher self-reported
teaching efficacy.

They also included status

characteristics, such as degree level and years of
experience. The authors used the Teaching Opinion
Questionnaire, a Teacher Information Questionnaire, and a
School Information Questionnaire to gather the data.
Results did not show status characteristics as
significantly related to burnout.

Results suggested that

burnout was significantly related to certain identified
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personal and situational variables. Situational variables
were organized rigidity, principal support, and peer
support.

Personal variables included internal rewards,

efficacy, and participation.

The full model combined

both types of variables, emerging in an equation
accounting for 44 percent of the variance in burnout.
Therefore, results suggested that both individual and
situational variables were involved in teacher burnout.
The authors recommended further research on interventions
which focused on both variables.

"Options for

intervention to reduce burnout should include a focus on
both

individual and situational factors {Brissie et a l.,

1988, p. 112)."
Another study by Hanchey and Brown investigated the
relationship between teachers' personal characteristics,
aspects of their work environment, and burnout, which the
authors viewed as "a multidimensional adaptational
outcome of stress (Hanchey & Brown, 1989, p. 3)".

The

results from other research supported the authors'
contention that burnout is a multidimensional concept
(Bridges, 1980; Coates & Thorensen, 1976). Three factors
of burnout were identified: emotionality,
dissatisfaction, and absence.

Emotionality included

depersonalization, lack of personal accomplishment,

34
emotional exhaustion, depression, emotional distress, and
physical symptomatology.

Dissatisfaction included

thoughts of leaving the profession and the school site,
and job dissatisfaction.

Absence included number of days

absent and ill and number of visits to the doctor.

The

multidimensional burnout measures included the Job
Diagnostic Survey (Hackman & Oldham, 1974}, the Zung
Self-Rating Scale (Zung, 1965}, the Negative Well-Being
Scale (Zelenznik, deVries, & Howard, 1977), and the
Maslach Burnout Inventory (Maslach & Jackson, 1981) .

A

questionnaire which asked teachers their thoughts about
leaving the teaching profession was also administered.
Intention to leave the teaching profession was thought to
be negatively associated with job satisfaction,

(Kyriacou

& Sutcliffe, 1979b), and employees' expectations
regarding teaching was thought to be a reliable indicator
of turnover (Krout, 1975).
Specifically, the personal characteristics examined
were appraisal, emotions, efficacy, expectations,
commitment, ways of coping, and change.

The

environmental factors included were role strain and
school climate. Results indicated that burnout was
significantly related to both personal and environmental
characteristics, and that both were important in relation
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to, and in predicting, burnout.

The results of this

study supported the findings of other studies, which
viewed burnout as a result of the interaction between
personal and environmental variables (Blase, 1983;
Preudenberger, 1982; Kyriacou & Sutcliffe; 1979b; Lazarus
& Launier, 1978; Milstein & Golaszewki, 1983; Perlman &
Hartman, 1980, 1982; Phillips & Lee, 1980).
In summary, these studies show that teacher stress
and teacher burnout are related to a great number of both
intra personal and environmental factors. It may be
difficult to resolve the complexity of these
relationships.
studies.

Some of these studies

were correlational

Others were attempts to predict stress from

other variables (Brissie et al., 1988; Hanchey & Brown,
1989).

This study attempts to predict prolonged teacher

stress from a combination of intra personal, status and
work environmental factors.

It is possible that some of

the intra personal variables reported by Swick and Hanley
(1985) could be related to teachers' irrational beliefs.
For example, stress relating to feelings of personal
inadequacy may stem from the belief that one must be
perfectly competent, adequate, and achieving to be
worthwhile.

Feelings of powerlessness may relate to the

belief that unhappiness is caused by outside
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circumstances, and therefore, those teachers with an
external locus of control may be more susceptible to
feelings of inadequacy.

Procrastination might be related

to the belief that it is easier to avoid certain
difficulties and responsibilities than to face them.

If

teacher stress can be predicted from an irrational belief
system and work-related environmental factors, such as
the percentage of students who have chronic misbehavior,
and personal status variables, such as number of years in
teaching, then future research may focus on investigating
the precise nature of the relationship and on effective
interventions to reduce stress and burnout.

Environmental Factors and Teacher Stress
A review of the literature reveals that many studies
have investigated the relationship between a myriad of
environmental factors and teacher stress and several
studies have attempted to show that teacher stress, or
burnout, is a function of both personal and environmental
factors.

D'Arienzo et al.

(1982) defined environmental

stressors as "those ingredients within the teaching
profession which, when mixed together, produce a
situation best characterized as 'responsibility without
control (p. 24).’"

There are three main environmental
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factors consistently linked with teacher stress in the
research:

role demands and conflicts, environmental

demands, and principal support and leadership.

Role Demands and Conflicts
There has been much research linking role demands
and conflicts with teacher stress.

Earlier studies have

related time pressures and lack of training with teacher
stress.

One such study,

(Coates & Thoresen, 1976),

reviewed previous studies done on teacher anxiety,
including its causes. The authors examined and
categorized studies dating from 1939 to 1974.

They found

that one of the chief sources of anxiety among teachers
related to factors they labeled as time demands (National
Education Association, 1939, 1951, 1967; Susskind,
Franks, & Lonoff, 1969; Olander & Farrell, 1970; Parsons
& Fuller, 1972; Thoresen, Alper, Hannum, Barrick, &
Jacks, 1973).

However, The authors cautioned that it was

difficult to determine from the data any specific
variables that would result in tension.

They also

observed that survey studies usually could not establish
functional relationships between events and behavior.
Pointing out that anxiety was a global concept, the
authors recommended that future investigations take a
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more behavioral-oriented view in assessing inodes in which,
teacher anxiety would be typically experienced.

In a

related study, Turk, Meeks and Turk (1982) reviewed forty
years of research involving problems related to teacher
stress.

They found consistent problems in the area of

role demands and conflicts that included time pressures
and inadequacy of training.
Many of the studies in the Turk report found that
teachers did not have sufficient time to complete their
tasks satisfactorily because of excessive work loads,
citing too many extracurricular responsibilities,
excessive clerical work, supervisory duties,
paraprofessional duties,

no preparation time, too much

paper work, and few or no breaks as contributing to
stress.

{NEA, 1939, 1951; McLaughlin & Shea, I960; Rudd

Wiseman, 1962; Susskind et a l., 1969; Olander

&

&

Farrell,

1970; Kyriacou & Sutcliffe, 1978b; Landsman, 1978; Meeks,
1979).

Some of the studies in the Turk review were

contrasting.

Cruickshank,

(1974), found that, although

the time factor was frequently a problem, teachers did
not find it overly stressful.

In contrast, Kyriacou and

Sutcliffe (1978b) found time pressures to be highly
correlated with self-reports of teacher stress. The Turk
report recommended further clarification between'problems
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of time pressure and teacher stress.
Inadequacy of training, which would have a bearing
on how one handled job demands, was also found to be
correlated with teacher stress in the Turk report.
Inadequacy of training included problems in maintaining
pupils’ interest, inadequate preparation, dealing with
group and individual differences, organizing worthwhile
activities for all pupils, coping with pupils' emotions,
and lack of opportunities for professional growth (Rudd &
Wiseman, 1962; Cruickshank et al., 1974; Study Commission
on Undergraduate Education and the Education of Teachers,
1976; Gaede, 1978; Cook, 1979) . The Turk study noted that
the literature addressing this problem was sparse, and
hypothesized that this was because of the difficulty in
assessing the diverse types of teacher education. The
authors noted a study by the Study Commission on
Undergraduate Education and the Education of Teachers
(1976) which found, in a thorough review of teacher
education, that teachers often received inadequate
preparation for problems they were to encounter in
teaching, such as those discussed in the Turk report.
The commission recommended more field training for
relevant issues, particularly for first-year teachers.
Swick and Hanley (1985) reported on studies
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that related various role demands and conflicts to
teacher stress. They included time and scheduling
pressures, taking attendance, collecting monies, writing
letters to parents, recording students' progress,
attending to the special needs of individual children,
meeting with parents or staff, preparing teaching
materials, planning the next day's lessons, grading
papers, and filling supervisory roles, such as bus duty,
or monitoring the halls (Coates & Thoresen, 1976;
Kyriacou & Sutcliffe, 1978; Landsman, 1978; Olander &
Farrell, 1970; Leffingwell, 1979).

Swick and Hanley

reported related studies showing that a large number of
interruptions during teaching time was related to teacher
stress, and in one study, teachers ranked class
interruptions first in frequency and second in being
bothersome (Hamburg, 1977; Hodge & Marker, 1978; Styles &
Cavanaugh, 1977),

These studies in the Swick report

noted that the following interruptions to classroom work
were positively linked to teacher stress; announcements,
special assemblies, fund-raising events, athletics, sick
children, pull-out programs, and visiting parents.
According to the Swick report, time and scheduling
pressures do not allow for any time for relaxation during
the day, except for a brief moment. A study from' the
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authors1 report

showed that many teachers admitted

leaving the school both physically and emotionally
exhausted from stressors encountered during the day
(Sparks, 1979).
Swick and Hanley found other studies that related
paperwork pressures to teacher stress, including forms,
reports, assessments, notices, and developing and writing
curricular materials (Kyriacou & Sutcliffe, 1978; Ingram,
1979; Walsh, 1979) .
Another factor, compliance with federal programs,
was reported by Swick and Hanley to be related to teacher
stress and-shows teachers as unprepared to deal with the
unique needs of special education children who are
mainstreamed into the regular classroom.

Such programs

are reportedly thrust upon teachers with inadequate
preparation or training to familiarize them with program
goals and objectives. Local school systems, required by
mandates to implement these programs, are not financially
or environmentally able to do so.

Therefore, teachers

struggle with the burden of having to implement and
manage them, which produces frustration, and
subsequently, stress.

(Harlin, 1978; Bensky et al.,

1979) .
Other stressors related to role demands noted in the
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Swick report were proliferating curricular demands, such
as sex-education,

(Dillon, 1978), and lack of

instructional materials and teaching resources (Hodge &
Marker, 1978; Needle, Griffen, Svendsen, & Berney, 1980;
Olander & Farrell, 1970).

Swick and Hanley note that

teachers are no strangers to environmental role demands
and stressors because they are numerous.

One study in

the Swick report stated that when stress levels were high
in two or more areas, it could create additional stress
(Hodge & Marker, 1978) .
More recent studies have linked various role demands
and conflicts with teacher stress and burnout.

Kremer-

Hayon and Kurtz (1985), in a study on personal rigidity,
school climate and teacher burnout, hypothesized that
congruence between personal rigidity and school climate
would explain variance in teacher burnout.

The authors

used the Rigidity Scale (Gough & Sanford, 1952), the
Organizational Climate Scale (Zak, 1981), the School
Perception by Teachers Questionnaire (Kremer-Hayon &
Kurtz, 1985, and the Maslach Burnout Inventory (Maslach &
Jackson, 1981).

Included in the Organizational Climate

scale were teaching load, school services, or the
availability of adequate equipment and necessary
services, principal leadership style, supervisor's role,
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teacher relationships, innovation adaptation, autonomy,
and prestige.

The results mainly supported the authors'

hypothesis in that all organizational climate subscales,
with the exception of innovation adaptation, correlated
significantly with the burnout total score, and a
regression analysis revealed that burnout could be
significantly predicted from organizational climate. But
the highest correlation occurred between burnout and
teaching load, which is a role demand.

Because only the

interaction between closed school structure and rigidity
explained significant variance in burnout, the authors
concluded that the main results of their study supported
the position that factors in organizational climate were
the principal agents in teacher burnout.
Kyriacou reviewed studies on stress and burnout from
the previous decade (Kyriacou, 1987) . The literature
reviewed by the author supported the view that one of the
main sources of stress was too heavy a work load (
Dunham, 1984; Farber, 1984; Kremer-Hayon & Kurtz, 1985;
Kyriacou & Sutcliffe, 1978b; Moracco, Danford, &
D'Arienzo, 1982; Pratt, 1978; Schwab, 1983; Smilansky,
1984) .
In a related study, D'Arienzo et al. (1982) found
that the role demand of job overload,

(having to take
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work home, lack of time to rest during school hours, and
lack of clerical help) was shown to be a significant
factor in relation to teacher stress.
Environmental Demands
Many researchers have studied the role that
environmental demands play in contributing to teacher
stress. Turk (1982), Fimian (1982), and Swick and Hanley
(1985) reported on numerous studies addressing various
problems of an environmental nature and their impact on
teacher stress.
Turk (1982) and Swick and Hanley (1985) reviewed
studies that considered the role which class size or
student/teacher ratio plays in teacher stress.

A large

number of students working in a small, limited space
reportedly produces stress, according to both the Swick
and Turk reports.

Teachers felt that teaching was also

made more difficult by large classes.

Class size as a

stressor stood out by the consistency of its appearance
in a large number of studies in both reports (NEA, 1939,
1951, 1971; Rudd & Wiseman, 1962; Kyriacou & Sutcliffe,
1978b; Landsmann, 1978; Coates & Thoresen, 1976;
Landsman, 1978; Saville, 1981). Swick and Hanley noted
that a study by the Tacoma (Washington) Association for
Classroom teachers (1979) found a large student
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enrollment to be perceived by elementary teachers as a
stressor.

Interestingly, the study found that class size

did not appear to be a problem for secondary teachers. It
appears that situations involving interpersonal
communication and professional relationships can be
stressful.
Many of the studies investigated by Swick and Hanley
(1985), and by Turk (1982), also targeted pupil
discipline and classroom control as a major source of
environmental stress for teachers.

In the Turk report,

teachers appeared to be concerned about maintaining
student discipline and a positive pupil-teacher
relationship.

Although the studies in the Turk report

differed in amount of emphasis given to student behavior,
the issue appeared to be a common problem. Intensity and
frequency of the problem varied across studies. Beginning
teachers were more concerned with the ability to maintain
discipline than were experienced teachers.(Wey, 1951;
Travers, et al, 1952; Gabriel,1957; Anderson, 1960;
Ahlering, 1963; Dropkins & Taylor, 1963; York, 1968;
Suskind et a l ., 1969; Thoresen et a l ., 1973; Cruickshank
et al., 1974; Kalton, 1976; Stevenson, 1976; Behrman,
1977; Kyriacou & Sutcliffe, 1978b; Landermann, 1978;
Gesten et a l ., 1978).

The Swick report (1985)-
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discussed studies in which student discipline and
classroom control were a major source of environmental
and interpersonal stress for teachers.

In many cases,

students come from various backgrounds and methods of
parental discipline (Dillon, 1978).

Teachers have had to

contend with numerous discipline problems that took time
away from teaching (Harlin, 1978).

Some children

reportedly demonstrated emotional difficulties, and
others had developed a negative attitude toward school
(Olander, 1970; Siegle, 1977; Harlin, 1978). Swick and
Hanley (1985) noted that according to one study, teachers
suffered numerous daily assaults (Bardo, 1979;
Grossnickle, 1980).

All of these studies in the Swick

report suggested that the environmental demands of
student discipline and classroom control were a major
source of teacher stress.
Environmental problems that had to do with the lack
of proper facilities, materials and supplies were linked
with teacher stress. Turk (1982), and Swick and Hanley
(1985), reported such conditions as inadequate indoor
play space, poor lighting, inadequate heating and cooling
systems, outdated

equipment, lack of teacher work space,

and noise pollution (NEA, 1951; Rudd & Wiseman, 1962;
Dropkin & Taylor, 1963; Campbell & Williamson, 1974;
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Kyriacou

&

Sutcliffe, 1978b; Hodge & Marker, 1978; Needle

et al., 1980; Olander & Farrell, 1970).

According to

Swick and Hanley, children are now accustomed to fastmoving television programs resulting in the need to
provide effective and appropriate instructional materials
and resources.

Teachers felt impeded by inadequate

resources for planning creative lessons.
Fimian (1982) and Kremer-Hayon (1985) also related
problems in the physical environment to teacher stress
and burnout.

Fimian noted a teacher survey done by

Instructor magazine in 1977, pointing to factors in the
physical environment as a source of stress for teachers.
The author noted that rooms too small or too large, lack
of proper ventilation in hot weather, uncomfortably cold
rooms in the winter, drafty windows, insufficient, or too
much light, cold cement floors, dirty classroom
conditions, and poor acoustics were the most commonly
cited deficiencies affecting pupil and teacher
performance.

Kremer-Hayon found that the availability of

adequate equipment and necessary services correlated
significantly with teacher burnout.
The factors of job security and mobility also
contribute to stress.

Swick and Hanley (1985) reported

on studies that pointed to lack of Job security as a
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threat and therefore a source of stress to teachers. As a
result of shifting populations in the schools, teachers
run the risk of being involuntarily transferred to other
schools or to different grade levels.
Ingram, 1979) .

Harlin, 1978;

Swick and Hanley also provided

information from other, related studies on decreasing job
mobility.

The authors cited the Grossnickle study, which

pointed out that blue collar workers without
postsecondary education or advanced training earned much
higher salaries than classroom teachers {Grossnicle,
1980).

According to the Swick report, teachers' salaries

were shown to lag behind those of other jobs and failed
to keep pace with inflation (Coates & Thoresen, 1976;
Harlin, 1978; Ingram, 1979; Grossnickle, 1980),

Turk

(1982) also reported studies that showed a relationship
between salary and teacher stress (McLaughlin & Shea,
1960; Rudd & Wiseman, 1962; NBA, 1971; Long & Newman,
1971). Thoresen, et al, 1973).

In both the Swick and

Turk reports, poor staff relationships was noted as a
frequent contributor to stress.

Swick and Hanley (1985)

noted a study where colleagues' attempts to impose their
philosophies and ideas on others contributed
significantly to teacher stress, particularly for
beginning teachers (Sylwester, 1979).

In another study
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reported by Swick and Hanley, teacher relationships with
other colleagues were defined as interpersonal,
environmental stressors (Hodge & Marker, 1978).

Turk

(1982) noted that most of the environmental problems in
the workplace concerned human relationships.

Personality

conflicts with other staff members and poor communication
between teachers and other personnel both contributed to
teacher stress.

(Anderson, 1960; Rudd & Wiseman, 1962;

Kyriacou & Sutcliffe, 1978b).
Administrator Support and Leadership
The Turk report on the problem of human
relationships within the school setting was particularly
relevant for teacher-administrator relationships.
Studies in the Turk report showed that teachers and
administrators had differing opinions regarding
educational policy and utilization of resources (Reitman,
1971a; Gesten, et al, 1978; Youngs, 1978; Meeks, 1979).
Other stressors related to teacher-administrator
relationships mentioned in the Turk report were too many
poor administrators and dislike of administrators
("Professional Satisfaction", 1975), the principal's
behavior in tolerating freedom and the ability of the
principal to administrate (Schroeder, 1978), and lack of
administrator concern and appreciation (Cook, 1979) .
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Swick and Hanley (1985) cited several studies which
focused on teacher-administrator relationships as a
source of stress for teachers.

Input from these studies

suggested that administrators and supervisors posed
threatening situations for teachers.

These situations

included lack of effective communication with teachers
about performance, job expectations, school policies, and
staff changes (Gmelch, 1979; Hodges, 1976; Youngs, 1978) .
In a related study, principal support was a leading
factor in relation to teacher stress, or burnout.
D'Arienzo et al.

(1982) separated the situational

stressors of regular classroom and special education
teachers into two categories - perceived occupational
stressors and environmental stressors.

In their study,

the authors defined the term occupational stressor as
"anything which causes or is perceived to cause stress in
the work environment (p.6)."

The researchers identified

four main "clusters" of occupational stress.

They were

priority concerns, such as disruptive students,
management tension concerns, concerns for doing a good
job, and what they termed pedagogical functions concerns,
such as parent-teacher conferences.
The authors defined environmental stressors as
"those ingredients within the teaching profession which,
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when mixed together, produce a situation best
characterized as 'responsibility without control
(p.24).'"

Those ingredients were fear of being

involuntarily transferred to another school, inadequate
salaries, lack of administrative support or poor
leadership, being isolated from fellow teachers, and
being a victim of federal bureaucratic programs
(D'Arienzo et al., 1982).

Results of the study showed

that lack of administrative support was the most stress
producing. This included poor communication and a lack of
recognition on the part of the administrator for good
teaching. Teachers felt that their opinions were not
valued and that administrators remained too aloof and
removed from the classroom.

The authors recommended that

the gap between teachers and the principal be lessened in
order to lessen the stress factor.

The study said that

more research was needed to identify other environmental
factors as stress predictors.
Several studies addressing principal support
examined both individual and situational variables as
factors in relation to teacher stress and burnout.
Kremer-Hayon and Kurtz (1985) investigated the relation
of personal and environmental variables to teacher
burnout.

The researchers categorized principal support
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as a dimension of organizational climate and attempted to
conceptualize it as encouraging teacher involvement in
school policy-making, attending to teacher professional
needs, evaluating teachers openly, and keeping teachers
up-dated and informed. Results of a regression analysis
showed that organizational climate was a significant
predictor of burnout.

Principal leadership support was

also included in the equation.

The authors emphasized

caution in interpreting the results, because
environmental factors were operationalized as teachers'
perceptions or judgments.

To investigate this point, the

authors recommended that future research devise methods
to evaluate school climate more objectively.
Brissie, Hoover-Dempsey, & Bassler (1988) also
looked at the interaction of individual and situational
contributors to teacher burnout.

The results of a

multiple regression analysis supported the authors'
hypothesis that higher perceptions of internal rewards,
lower levels of organizational rigidity, and higher
ft

reported principal support were associated with lower
levels of burnout, thus suggesting that both individual
and situational variables were involved.

The authors

suggested the need to restructure the teaching
environment by (a) allowing teachers to be involved in

setting goals,

(b) providing on-going principal support

for teachers, and (c) helping teachers feel more
effective through regular feedback and evaluation.
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Carveth (1983) investigated the effects of specified
leader behavior variables as well as the effects of
personal and organizational variables on teacher burnout.
The researcher used the Leader Behavior QuestionnaireForm XII and the MBI.

Results showed relationships among

various combinations of leadership variables,
personal/organizational variables and teacher burnout.
Teachers' perceptions of principal leadership,
particularly style of leadership, and how it relates to
teacher stress and ultimately burnout, has also been the
focus of much of the research.

Henchey and Brown (1987),

in investigating personal and environmental influences on
teacher burnout, grouped the environmental predictors of
teacher stress

into role strain and teachers'

perceptions of principal behavior.

The authors defined

role strain as resulting from various difficulties
teachers encountered in carrying out their professional
duties.

The degree of role strain was affected greatly

by how teachers perceived their role with regard to
school climate, particularly the role of the principal.
Results of the study linked role strain with burnout, and
showed that role strain was a significant factor in
predicting teacher burnout, as measured by the Maslach
Burnout Inventory (Maslach & Jackson, 1981).

Results
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also supported the authors' hypothesis that teachers with
a higher level of burnout were disenchanted with school
policy and perceived themselves as relatively uninvolved
in school affairs.

The authors noted that the most

important environmental predictors of teacher burnout
were the lack of participatory management of principals,
lack of principal sensitivity for teachers' needs, and
lack of concern on the part of principals for teachers'
welfare.

Therefore, teachers' perceptions of school

climate, particularly regarding the principal, appeared
to be important in predicting teacher burnout.
In similar research, gender-related perceptions of
leadership and power in the secondary schools was the
object of study by Lee, Smith, and Cioci (1993).

Their

study explored teachers' perceptions of their own power
on three levels: personal, interpersonal and
organizational.

The authors suggested that conventional

thinking would tend to connect teachers' empowerment with
their principals' leadership.

They also noted, however,

that gender differences between both teachers and
principals were a dynamic that could and should not be
ignored.

Therefore, the main focus of their study was

the role played by gender both of the teacher and the
principal insofar as the way teachers perceived their
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power in the work place.

They chose secondary schools as

the focus because of the imbalance of male principals to
female principals.

They noted that principalships in

secondary schools were almost entirely occupied by males,
while over half of the teaching force was made up of
women.

They looked at other studies of leadership

behavior and found three research findings.

First, the

leadership style of women principals was more democratic
and participatory, whereas that of male principals was
more directive and autocratic.

Second, female principals

showed a more personalized leadership style, whereas
their male counterparts demonstrated a more structured
orientation.

Third, female principals focused more on

core technologies, whereas the style of

male principals

was directed more towards management.
Based on research done on other studies, the Lee
study addressed two research questions.

One investigated

the phenomenon of teachers1 perceptions of principal
leadership style.
of their own power.

The other explored teachers' reports
They hypothesized that teachers

(both male and female) would perceive their principal's
effectiveness based on his or her gender. They hoped to
show that leadership from same-gender pairings would be
perceived as more effective, whereas leadership from
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cross-gender pairings would be perceived as ineffective.
They also hypothesized that male and female teachers'
assessment of their own power on three levels - personal,
interpersonal and organizational - differed according to
the gender of the principal under which they served.
Using a two-way analysis of variance from several
dependent and independent measures, results showed
significant interaction effects between teacher and
principal gender, controlling for other factors such as
years of experience, educational level, age, etc.

Male

teachers saw leadership of their female principals as
relatively ineffective, whereas their female counterparts
assessed the same leadership as above average.

The

results also showed that teachers' perceptions of
principal leadership style were strongly related to two
factors measured on the personal power scale: locus of
control and self-efficacy. Both male and female teachers
appeared to be empowered when working for female
principals.

Female teachers showed more interpersonal

empowerment in schools headed by females than did their
male counterparts.

In terms of organizational power,

significant differences showed up in control over events
in classrooms.

Female teachers in general considered

themselves more empowered in classroom control under
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female principals than did their male colleagues, who
felt their classroom power particularly curtailed.

Both

genders showed similar perceptions when working under
male principals.
A study by Chapman {1983) investigated the
relationship between teachers' perceptions of principals'
leadership style and teachers' perceptions of levels of
occupational stress.

Results showed a significant

relationship for teachers' perceptions of three
dimensions of leadership style as measured by the Leader
Behavior Description Questionnaire, Form XII, and
teachers' perceived levels of job-related stress.
Other researchers, consistent with the theme of
teachers' perceptions of leadership, focused on two
dimensions of leadership style - consideration and
structure (directive, nondirective, and collaborative
styles of leadership).

Cook (1983) did a study on the

relationship of teacher-perceived leadership style of
principals to perceived teacher burnout.

The author used

the Supervisory Behavior Description to record teachers'
perceptions of these two dimensions of principal
leadership.

He used the MBI to record the following

measures of teacher burnout:

emotional exhaustion,

depersonalization, and personal accomplishment.

As a
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result, he found a significant inverse relationship
between consideration and emotional exhaustion and
depersonalization, a direct relationship between
consideration and personal accomplishment, but no
significant relationship between structure and any of the
MBI scales.
In 1983, Roberts analyzed the relationship between
the leadership style of principals, teacher stress and
job-related outcome, using the Supervisory Behavior
Description. This included job performance, job
satisfaction and absenteeism. The author found that (a)
Teachers working under high-consideration/high-structure
principals showed lower job stress,

(b) Teachers of

high-consideration/low-structure principals showed lower
job stress,

(c) Teachers of low-consideration/high

structure principals showed lower role stress, and (d)
Teachers under low-consideration/low-structure principals
showed higher role stress than the other three.

He found

that the leadership variable, structure, was the most
strongly related to job satisfaction.
Blase, Dedrick, and Strathe (1986) looked at
leadership behavior of principals in relation to teacher
stress, satisfaction and job performance.

In their

study, the authors pointed out extensive research done on
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identification of principals as sources of stress for
teachers. But they also point out that little had been
done on leadership style of principals and teacher
stress. The authors administered the Leader Behavior
Descriptions Questionnaire and the Teacher Work Stress
Questionnaire.

Overall, data suggested that high levels

of structure and consideration, measures of principal
leadership style, were related to low levels of perceived
teacher stress. The authors also stated that further
research would be needed that would provide useful data
on perceptions of teachers and principals regarding
principals' style of leadership.
The variables of structure and consideration were
also at the center of a study which focused on leadership
style and teacher morale.

Tawari {1982) examined the

perceived effects of principal leadership style on
teacher morale.

The author reported results from other

studies showing that a leader who used a participatory
style, delegated authority, took an active role in the
group, supported subordinates, and was involved in a high
degree of supervision showed a higher level of production
and morale by the workers (White & Lippit, 1972;
Hargreaves, 1972; Lipham & Hoch, 1974). Using data
collected through the Leader Behavior Description
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Questionnaire, Tawari found a relationship between
principal leadership style and teacher morale.

The two

variables measured were structure and consideration.

The

variables of gender, training and experience were also
examined. Gender and training were found to be positively
related to structure, but not to consideration.

For the

variable of experience, the results were the opposite:
Positively related to consideration but not to structure.
Still other studies looked at principal leadership
behavior and its effect on other variables as well as
teacher stress, such as teacher job satisfaction and
teacher morale.

Evans and Johnson (1990) investigated

the relationship of principals' leadership behavior,
teachers' job satisfaction and job-related stress using
questionnaires adapted from summative models, and a
measure of principal leadership adapted from the Bowers
and Seashore (1970) Organizational Climate Scale.

They

also looked at which factors or subscales of principal
leadership behavior influenced teacher job-satisfaction
and teacher job-related stress.

The results of a

multiple regression analysis indicated

that the

interaction facilitation subscale was the most powerful
predictor of teachers' job-related stress.

According to

Bowers and Seashore (1966), interaction facilitation
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measures the team building behavior of leaders, which
encourages the people in the organization to exchange
ideas and opinions.

Also included in the equation were

the variables of principal support, goal emphasis, and
work facilitation.

These results appeared to support the

authors1 hypothesis that principals' leadership behavior
was

significantly related to the job-related stress of

teachers.
Bhella (1982), using the Principal Leadership Style
Questionnaire and the Purdue Teacher Opinionaire,
analyzed principals' concern for production and concern
for people as perceived by their staffs. The author used
these data to determine the degree of relationship
between these variables and teacher morale. Results
indicated that teachers perceived the leadership style of
their principals within their (the teachers') own frame
of reference. Results also pointed to a positive
relationship between teacher rapport with the principal
and both styles of administrator behavior.
A study by Mazur and Lynch (1989) investigated the
relationships of three variables - principal leadership
style, organization design, and personality
characteristics - to teacher burnout.

Teacher burnout

was measured by the Maslach Burnout Inventory (Maslach &
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Jackson, 1982).

The authors found no significant

relationships between principal leadership style and any
of the three measures on the MBI.

These findings are

inconsistent with those of other researchers because the
authors treated principal leadership as separate from
principal support, which was treated as an organizational
factor. Significant relationships were found between
organizational factors and teacher burnout, and between
personality characteristics and teacher burnout.

The

personality characteristic, anomie, was found to be the
major predictor of Depersonalization.

Anomie was defined

as a sense of meaninglessness and alienation.

Work

overload, responsibility, and principal support were the
primary organizational predictors of teacher burnout.
Work overload was the primary predictor in Emotional
Exhaustion, and included excessive time demands and
assignments of non-teaching duties.

Support included the

principal's support and respect for teachers, the
system’s value of teachers professionally, and the
community's expectations and respect.

This factor was

found to be an important predictor of burnout in all
three burnout subscales.

According to the authors,

teachers who judged the principal, system and community
as unresponsive to their problems were more likely to
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experience burnout.

The researchers suggested that their

data supported the notion that the pyramidal model of
administrational leadership in the public schools greatly
fostered teacher burnout and recommended organizational
remediation.
In summary, the studies presented here cover a broad
range. Many of these studies suggest that teacher stress
and burnout are a function of a combination of intra
personal and environmental variables.

Although the

literature that describes teacher stress and
environmental factors that relate to it is vast and
somewhat disconnected, there are several factors which
are consistently reported.

It becomes evident from

reviewing this literature that environmental stressors
fall into three main categories: role demands/role
conflict, environmental/job demands, and
principal/administrator leadership and support.
the past research

Most of

such as the Turk report (1982), the

Swick report (1985) and the D'Arienzo study (1982) has
led to a relationship between teacher stress and factors
in all three categories. Other, subsequent researchers,
such as Kremer-Hayon (1985) and Brissie et al. (1988),
have focused on teacher stress or burnout as a function
of both individual and environmental factors, with
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results showing that leadership style of principals as a
leading factor in predicting teacher stress. It is also
possible that teachers1 perceptions

of principal

leadership may also lead to teacher stress or burnout.
The factor of teachers' perceptions of principal
leadership, was investigated in research such as that
done by Henchey and Brown (1987), Chapman (1983), and
Blase et al.

(1986).

The Blase study emphasized that,

although much research had been done identifying
principals as sources of teacher stress, more research
was needed to link principal leadership style with
teacher stress.

The authors also emphasized the need for

more research on teachers' perceptions of both leadership
style and its relation to teacher stress.

Nevertheless,

these studies suggest that the leadership style of the
principal pervades all aspects of the organization,
including organizational climate, principal-teacher
relationships, job satisfaction, and production and
morale.

The present study attempts to show results

consistent with those of past research by investigating
prolonged teacher stress, or burnout, as a function of
both intra personal and work-related environmental
factors, including teachers’ perceptions of principal
leadership style adaptability.

The possibility that this
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variable and the intra personal factor of teachers'
irrational beliefs could lead to teacher stress, and
ultimately, to teacher burnout, is a matter worthy of
further investigation.

Future studies will hopefully

lead to future interventions to help alleviate teacher
stress and burnout.

Characteristics of the Teaching Population
There are several studies which described the
characteristics of the population presently under study
and how they relate to teacher stress.

Factors such as

perceptions, attitudes, personality, and ideology were
found in the research to be related to stress.
Kyriacou (1987) suggested that teacher stress may
result from

teachers’ perceptions of demands put upon

them, their perceived inability to meet these demands,
and their perceived loss of mental or physical well-being
as a result of feeling threatened by their failure to
meet these demands. There have been many studies recently
done on principals' leadership behavioral factors and how
they relate to teacher stress on the job.

Kyriacou held

the belief that a key element in this model was the
teacher's perception of threats.

"The most potent

threats to well-being range from a fear of losing face or
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esteem to oneself, or in the eyes of others, or a fear of
dismissal for incompetence (p.147)."

Kyriacou held as

crucial the role of teachers' perceptions of their
situation and the degree of control they felt they had
over their circumstances. He reported on a number of
studies looking at personality characteristics of
teachers (Phillips & Lee, 1980; Payne & Fletcher, 1983;
Tellenback, Brenner, & Lofgren, 1983).
found that teachers were a
professionals.

First of all, he

self-selecting group of

Secondly, these studies had explored the

concept of locus of control as applied to teachers.

The

author found evidence that teachers with an external
locus of control experienced more stress

(Kyriacou,

1987).
Forman (1990) investigated the contributions of
Ellis's Rational-Emotive therapy to teacher stress
management, and reported a number of studies connecting
irrational beliefs commonly held by teachers.

She

reported on a study by Moracco and McFadden (1981) as
having highlighted the role of cognitive-mediational
factors in teacher stress.

This study emphasized the

importance of teacher attitudes towards potential
stressors at work as well as the role of coping skills in
managing this stress.

She also quoted a study by
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Bernard, Joyce & Rosewarne (1983) as contending that most
stress psychosocial in nature came from the way an
individual thought about and judged a situation.

she

cited other empirical studies as supporting this
contention, which showed that cognitively-related
personality characteristics such as external locus of
control, a tendency toward worry, high degree of
conscientiousness, and high standards related to teacher
stress (Harris et al., 1975; Kyriacou & Pratt, 1985). She
also reported that a number of authors had written about
certain specific irrational beliefs commonly held by
teachers that could contribute to teacher stress (Bernard
& Joyce, 1984; Bernard et al., 1983; Forman & Forman,
1978; Mclnerney, 1983), and cited 16 irrational beliefs
from Bernard and Joyce (1984).

The 16 irrational beliefs

of teachers are:
1.

I must have constant approval from students,
other teachers, administrators, and parents,

2.

Events in my classroom should always go exactly
the way I want them to,

3.

Schools should be fair,

4.

Students should not be frustrated,

5.

People who misbehave deserve severe punishment,

6.

There should be no discomfort or frustration at
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school,
7.

Teachers always need a great deal of help from
others to solve school-related problems,

8.

Those who don't do well at school are
worthless,

9.

Students with a history of academic or
behavioral problems will

10.

always have problems,

Students or other teachers can make me feel
bad,

11.

I can't stand to see children who have had
unhappy home lives,

12.

I must be in total control of my class at all
times,

13.

I must find the perfect solution to all
problems,

14.

When children have problems, it's their
parents' fault,

15.

I must be a perfect teacher and never make
mistakes,

16.

I t ’s easier to avoid problems at school than to
face them.

Forman (1990) quoted Bernard as having hypothesized
that high levels of irrational thinking could prevent
teachers from using and possibly developing coping skills
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to deal with external stressors.

She continued to focus

on the RET concept of teacher stress by postulating that
this concept cited anxiety, anger and depression as
causes of emotional stress and included the teaching
environment and characteristics of the individual
teacher.

She also stated that certain schools with

certain characteristics of student population, teaching
staff and administrative structure, had higher incidence
of classroom management problems, poorly motivated
students, high staff conflict and more non-supportive
administrators who were non-communicative and non
consultative.

Forman stated that proponents of RET

contended that "certain teachers, given their
personality, are likely to bring irrational attitudes to
their teaching ...and that these attitudes will lead them
to experience teaching demands and threats as more
emotionally stressful than those teachers who confront
the same teaching stressors from a more rational
perspective... teachers will tend to think more
irrationally, the more they have experienced strong
negative emotional arousal, and strong emotional arousal
frequently occurs as a consequence of teaching over a
prolonged period of time in a teaching environment with
lack of support and reinforcement and many teaching
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stressors (p. 317)."
In a study done on teacher stress and psychoneurotic
symptoms, Keriacou (Keriacou & Pratt, 1985) looked at
background information, such as sex, age and length of
experience.

He reported that teachers who experienced

stress had a tendency to worry or dwell on things,
insisted on standards and were too conscientious.
Teachers who experienced little or no stress were
reportedly those with a more stable or adaptable
personality.

The most frequent responses of teachers in

coping with stress were trying to stay calm, sharing
problems with others, not losing perspective, avoiding
confrontations, praying, keeping well-prepared, and
relaxing after work.
The Harris study (Harris, Halpin & Halpin, 1985)
reported that personality and ideology were identified
factors in contributing to and coping with stress.

The

same authors in an earlier study (1982) investigated
personality characteristics of teachers using the 16
Personality Factor Questionnaire to find out if certain
personality profiles matched teachers with either
authoritarian or humanistic control orientation.
authors found that this indeed was the case.

The

"Results

indicated that humanistic preservice teachers could be
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characterized as emotionally mature, realistic about
life, expedient, attentive to people, cheerful,
imaginative, adaptable, easy-going, and high in selfconcept {p.347)."

The authors stated that generally

opposite characteristics described teacher trainees with
authoritarian orientation.

In summary, the preceding

studies have focused on characteristics of the teaching
population.

Teachers may have certain characteristics

that foster work-related stress.

It appears that locus

of control and certain irrational perceptions and
cognitions are personality factors found to contribute to
stress.

Kyriacou (1987) stressed the factor of teachers'

perceptions of threats in his study, and suggested that
the most potent threat of losing face or esteem in the
eyes of the teacher’s peers and others related to stress.
The irrational belief that one must be perfectly
competent to consider oneself worthwhile could have had
major ramifications on one's perceptions of how others
saw him/her. Also crucial was the degree of control one
felt over his/her circumstances.

This premise may be

connected with the irrational belief that unhappiness is
caused by outside circumstances (as in perceived
leadership style?) and that the person has no control
over it.
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Kyriacou also looked at studies involving locus of
control.

Those teachers with external locus of control

appeared to experience more stress, possibly relating to
the irrational belief that unhappiness is caused by
outside circumstances.
Forman (1990), after examining the research on RET
and teacher stress as well as the 16 most commonly held
irrational beliefs by teachers, suggested that these
beliefs contributed to teacher stress. in her summary of
the research she also concluded that teacher stressors
included classroom management, student learning and
emotional problems, time and workload pressures and
problems with school administration.

Future studies

could contribute more toward investigating relationships
of stressor variables to teacher characteristics.

The

present researcher intends to carry out further research
on teachers' irrational beliefs and perceptions of
principal leadership adaptability of style and how they
relate to stress.

Also the variables of class size,

percentage of inclusion children, years of teaching
experience, percentage of children reading below grade
level, and percentage of chronic behavior problems will
be addressed.

CHAPTER 3

Data Collection and Analysis
Method
Subjects
The population sample participating in this study
consists of a voluntary group of elementary school
teachers who teach in grades kindergarten through grade
five.

The sample comes from a sizeable suburban county

school division in the Eastern part of Virginia.

This

county school division employs approximately 3 00
elementary school teachers, including special education
teachers.

The sample does not include part-time

teachers, teaching assistants, administrators, school
counselors, and other support personnel.

The sample is

drawn from approximately 100 full-time elementary school
teachers from four elementary schools.
Procedures
In order to conduct the study and gather the data,
the researcher obtained permission from the
superintendent of instruction in the targeted school
division. Next, the principals of each school were
contacted and arrangements were made to explain and
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distribute the surveys to teachers. The teachers in the
sample pool received an invitation to participate in this
descriptive study.

There were subsequent staff meetings

to explain the purpose of the study, procedures for
completing the surveys, and confidentiality to the
teachers involved. Teachers also signed a consent form.
At the termination of the study, results were shared with
the participating teachers and their principals.
Teachers’ anonymity and confidentiality were respected.
Instruments
The participating teachers received three different
assessment instruments:

The Maslach Burnout Inventory

(MBI), the Irrational Beliefs Test (IBT)/ and the Leader
Effectiveness and Adaptability Description (LEAD)-Other.
The Maslach Burnout Inventory.

The Maslach Burnout

Inventory (MBI) was the dependent variable.

It measures

three components of burnout among the helping
professions; Emotional Exhaustion, Depersonalization, and
Reduced Personal Accomplishment. Burnout is prolonged
teacher stress arising from the social interaction
between helper and recipient, as characterized by the
three components listed above.
Maslach defined burnout as a syndrome of emotional
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exhaustion and cynicism occurring frequently among people
who work with people. The burnout syndrome is related to
various stressors in the work place and is characterized
by feelings of emotional exhaustion, cynical attitudes
about work and the people they serve, and the tendency to
evaluate oneself negatively, especially with regard to
one's work performance (Maslach & Jackson, 1981).

There

is now a new form, form B, recently developed for
educators. The format of the MBI consists of a 22-item
scale, with statements rated on a 0 - 6 Likert continuum
scale, where 0 is "never" and 6 is "every day," following
the lead of the Hassles Scale (Lazarus & Cohen, 1977).
The author of the MBI relied heavily on interviews,
questionnaires and surveys in the development of this
instrument. Reliability data were reported by the author.
Internal consistency was measured by Cronbach's alpha
(n=l, 316).

Reliability coefficients for each subscale

were the following:

.90 for Emotional Exhaustion,

.79

for Depersonalization, and .71 for Personal
Accomplishment.

Test-retest

reliability coefficients

for a sample of 248 teachers, where testing was separated
for one year were:

.60 for Emotional Exhaustion,

.54 for

Depersonalization, and .57 for Personal Accomplishment.
Test-retest coefficients for a sample of 53 graduate
students and administrators for two to four week
intervals in frequency and intensity respectively were
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0.82 for Emotional Exhaustion, 0.80 for Personal
Accomplishment, and 0.60 for Depersonalization beyond the
0.001 level.
The author also reported three types of convergent
validity: independent behavioral ratings by outside
observers, certain expected job characteristics related
to burnout, and measures of various outcomes related to
burnout. These types of convergent validity were all
correlated with scores on the MBI.

Discriminant validity

was obtained by comparing the MBI with other constructs
which could be confounded with burnout, such as lowered
feelings of job satisfaction. Correlations ranged from
0.17 to -0.23, with negative correlations between job
satisfaction, Emotional Exhaustion and Depersonalization.
The Ninth Mental Measurement Yearbook contained two
reviews of the MBI, second edition.

Hargrove (1985)

stated that the new MBI provided a substantial
improvement over the first edition.

According to

Hargrove, the MBI manual was clearly written with
reliability and validity data provided. He reported that
subscale coefficients ranged from .71 to .90.

Subscale

standard errors of measurement ranged from 3.16 to 3.80.
Test-retest reliability coefficients reportedly ranged
from .60 to .82 after two to four weeks and .54 to .60
after two years.

Hargrove suggested that, although the

authors collected data demographically by sample, normed
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data were not broken down into occupational groupings,
such as gender, race, etc.

Hargrove did state, however,

that the MBI was a "solidly constructed instrument" and
useful in human service agencies.
The second review of the MBI by Sandoval (1985)
compared the first edition of the measure to the second.
He noted that in convergent validity studies, MBI scores
correlated with behavior ratings and with other outcome
measures related to burnout.

He reported that one study

related the MBI scores to clinical depression.

Sandoval

also noted that the MBI authors admitted that more
research was needed especially in the area of group
norms.

He recommended the MBI as an instrument of choice

in research.
In a study by Belcastro, .Gold, and Hays (1983), the
researchers reported factor structures of the MBI for
teacher samples.

They found that the summary of factors

and their respective loadings closely corresponded to
Maslach’s original scales.
Iwanicki and Schwab (1981) did a cross-validation
study on the MBI.

in this study, the investigators

examined the validity and reliability of the MBI with
respect to the category of those in the teaching
profession.

Factors assessed were construct validity and
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internal consistency.

The researchers concluded that the

MBI measured the same constructs for educators as they
did for the other helping professions identified by
Maslach and Jackson (1979).

Further evidence of validity

was shown by subscale intercorrelations for the teachers
on both frequency and intensity dimensions.

For internal

consistency, the researchers judged the subscale
reliabilities to be acceptable, with the exception of the
Depersonalization subscale.
The Leader Effectiveness and Adaptability Description.
The Leader Effectiveness and Adaptability Description
(Hersey and Blanchard, 1973) is a measure of leadership
style designed to assess an individual's style of
organizational leadership.

Hersey and Blanchard defined

leadership style as differing from leadership personality
in that "the difference between leadership personality
and leadership style...is that leadership personality
includes self-perception and the perception of others;
leadership style consists only of an individual's leader
behavior as perceived by others, that is, superior,
subordinates, associates, and so on (p.237)."

There are

two forms of the same instrument; The LEAD-Self and the
LEAD-Other. The LEAD-Self measures self-perception of
three stems of leader behavior: style, style range and
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style adaptability. The LEAD-Other measures the
perceptions of a leader's style by subordinates, peers or
superiors.

Both forms of this instrument produce a

leadership profile in terms of 11telling," (high task/low
relationship behavior), "selling,"
relationship)

(high task/high

"participating,"(high relationship/low

task) or "delegating,"(low relationship/low task) and the
individual indicates which style is appropriate in
various situations (adaptability).
The LEAD manual (Greene, 1974) reported
standardization on 264 managers in a North American
sample with a moderately strong test-retest reliability.
In two administrations across a 6-week interval,
contingency coefficients were reported as both .71 with
each significant at the .01 level. Seventy five percent
of the managers tested maintained their dominant style
scores. The manual claimed that scores remained stable
over time and the user could rely on the instrument
results as consistent.

The manual also reported several

empirical validity studies showing relatively low
correlations with demographic variables, such as age,
gender, years of experience, and degree and level of
management.

In another study, a correlation of .67 was

reported between adaptability scores of managers on the
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instrument and independent ratings of their supervisors.
Based on results of these studies, the authors deemed the
instrument to be empirically sound.
Other studies used the LEAD to investigate
congruence between the LEAD-Self and the LEAD-Other.
Researchers, such as Caldwell and Spaulding (1973),
Tepper (1976), Piereson (1978), Dorminy (1979), Khoury
(1981), Roesner and Sloan (1987), and Quitugua (1990)
analyzed comparison data using the LEAD-Self and LEADOther to clarify whether or not there was congruence
between the two forms of this instrument.

Because the

results of these studies, with the exception of thethe
Quitugua study, consistently showed a lack of congruence,
only the LEAD-Other instrument was used in this study.
The Jones Irrational Beliefs Test.

The Jones

Irrational Beliefs Test (IBT, Jones, 1968-69) was
fashioned after Albert Ellis's irrational beliefs system,
which formed the basis for his rational-emotive theory.
The IBT was used to measure the independent variable of
teachers' irrational beliefs.
scales.

The IBT contains 11

They are DA (Demand for Approval), HSE (High

Self-Expectations), BP (Blame Proneness), FR (Frustration
Reactive), El (Emotional Irresponsibility), AO (Anxious
Overconcern), PA Problem Avoidance), D (Dependency), HC
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(Helplessness for Change), P (Perfectionism), and FS
(Full Scale). The whole scale contains 100 items with 10
items for each of the 10 scales. Responses to each item
are indicated on a 5-point scale, ranging from "Strongly
Agree" to "Strongly Disagree."
Stake (1985) reported that the IBT had been used for
both research and clinical purposes.

Stake reviewed

empirical evidence of the IBT's validity and reliability.
Evidence for construct validity included coefficients of
internal consistency ranging from .45 to .72 using Hoyt's
method, and .66 to .80 using Guilford's method.
Additionally, factor analytic studies suggest only
adequate construct validity.
(1982)

A Study by Lohr and Bonge

found a factor structure that essentially

replicated the intended factor structure implied by the
10 subscales.

On the other hand, a factor analysis

performed on a sample of 322 college students, adults,
and mental hospital patients failed to show a clearly
defined factor structure.

Both Stake and Lohr and Bonge

reported adequate reliability.

Stake reported that the

total scale showed good reliability.

Lohr and Bonge

stated results showing "acceptable" reliability for
research purposes.

stake suggested that the IBT revealed

satisfactory validity and reliability all in all, and
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would be a useful tool in research, as well as a useful
overall measure of one's irrational beliefs.
Evidence for the IBT’s ability to distinguish
between clinical and nonclinical samples was more
convincing.

Woods (1984) compared a clinical group with

female undergraduates and a group of mental health
professionals.

The mental health professionals had

significantly lower scores on the IBT than the clinical
group.

in another study by Woods (1984), a significant

difference was found between undergraduate students with
low versus high irrational beliefs scores and the number
of physical or psychosomatic ailments they identified as
afflicting them. The groups that had high scores on
irrational beliefs had more physical problems than did
the groups that scored low on irrational beliefs.

The

largest difference occurred on the Anxious Overconcern
scale.

The irrational group that endorsed the belief

that one must worry and dwell on future possible problems
showed 2.5 times as many psychosomatic problems as did
the rational group.
Because the IBT had adequate internal consistency
and predictive validity in distinguishing between
clinical and nonclinical groups, it was deemed useful as
a research tool.

However, because the factor analytic
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studies are conflicting, the results of the instrument
need to be interpreted with caution at the subscale
level.

Specific Null Hypotheses
Hypothesis 1
There will be no significant relationships among the
predictor variables of teachers' irrational beliefs as
measured by the Jones Irrational Beliefs Test {IBT),
teachers' perceptions of principal leadership
adaptability as measured by the Leadership Effectiveness
Adaptability Description (LEAD-other), and the covariates
-

years of teaching experience, class size, percentage

of IEPs, percentage of students below grade in reading,
percentage of chronic discipline problems - and the
dependent variable of Emotional Exhaustion on the Maslach
Burnout Inventory (MBI).
Hypothesis 2
There will be no significant relationship among the
predictor variables of teachers' irrational beliefs as
measured by the IBT, teachers' perceptions of principal
leadership adaptability as measured by the LEAD-other,
and the covariates - years of teaching experience, class
size, percentage of IEPs, percentage of students below
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grade in reading, percentage of chronic discipline
problems - and the dependent variable of
Depersonalization on the Maslach Burnout Inventory.
Hypothesis 3
There will be no significant relationship among the
predictor variables of teachers' irrational beliefs as
measured by the IBT, teachers' perceptions of principal
leadership adaptability as measured by the LEAD-Other,
and the covariates - years of teaching experience, class
size, percentage of IEPs, percentage of students below
grade in reading, percentage of chronic discipline
problems -

and the dependent variable of Personal

Accomplishment on the Maslach Burnout Inventory.
When testing for each hypothesis, if there were an
association between either the IBT and MBI or LEAD-Other
and MBI, the regression would be repeated using the
subscales of the independent variables to determine which
specific subscales are accounting for the variance in the
MBI subscale scores.
Prediction equations for the models in the above
hypotheses include:
For Hypothesis 1,
MBIEE = b ADAPT + b IBT + b YRSEX
+

+ b CLASSN

b IEPN + BELOWGRD + b DISPLN + Error
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where MBIEE = the Emotional Exhaustion subscale of the
Maslach Burnout Inventory, ADAPT = the Adaptability index
of the Leadership Effectiveness and Adaptability
Description, IBT = the Irrational Beliefs Test, YRSEX =
number of years of teaching experience, CLASSN = class
size, IEPN = the percentage of IEPs, BELOWGRD = the
percentage of students below grade in reading, and DISPLN
= the percentage of chronic discipline problems.
For Hypothesis 2,
MBIDEP = b ADAPT + b IBT + b YRSEX + b CLASSN
+ b IEPN + b BELOWGRD + b DISPLN + Error
where MBIDEP = the Depersonalization subscale of the
Maslach Burnout Inventory, ADAPT = the Adaptability index
of the Leadership Effectiveness and Adaptability
Description, IBT = the Irrational Beliefs Test, YRSEX =
number of years of teaching experience, CLASSN = class
size, IEPN = the percentage of IEPs, BELOWGRD = the
percentage of students below grade in reading, and DISPLN
= the percentage of chronic discipline problems.
For Hypothesis 3,
MBIPA

= b ADAPT + b IBT + b YRSEX + b CLASSN
+ b IEPN + b BELOWGRD + b DISPLN + Error

where MBIPA = the Personal Accomplishment subscale of the
Maslach Burnout Inventory, ADAPT = the Adaptability index
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of the Leadership Effectiveness and Adaptability
Description, IBT = the Irrational Beliefs Test, YRSEX =
number of years of teaching experience, CLASSN = class
size, IEPN = the percentage of lEPs, BELOWGRD = the
percentage of students below grade in reading, and DISPLN
= the percentage of chronic discipline problems.

Statistical Procedure
Data for this study were obtained through surveys
disseminated to approximately 100 elementary regular
classroom teachers.

All information was recorded onto

scannable answer sheets.

There were 71 responses.

Included among the variables were two questions to which
teachers were asked to respond.

One question asked

teachers to list three things which contributed most to
their feelings of job-related stress.

The other question

asked teachers to list three characteristics of a school
principal that contributed most to positive school
climate and their (the teachers') job satisfaction.
Answers to these two questions were categorized under
appropriate headings according to the frequency of issues
that surfaced.

These issues are addressed in chapters 4

and 5.
The data obtained for this study were correlated and
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analyzed using stepwise multiple regression with all
variables. According to Borg and Gall (1989), multiple
regression has become "one of the most widely used
statistical techniques in educational research (p. 601)."
In those procedures which asked for identification of
dependent and independent variables, the scores on the
LEAD and the IBT measures were the independent variables,
and scores on the MBI were the dependent variable. The
covariates were the percentage of children in each class
below grade level in reading, the percentage of inclusion
students in each class (students with IEPs), the total
number of children in each class, and the percentage of
chronic behavior problems in each class. The alpha level
was set at the .05 level of probability. If an
association was found between the dependent variable and
either the IBT or the LEAD-Other, the regression analysis
was to be repeated using the subscales of either
independent variable to determine which subscale
accounted for the variance in the MBI subscale scores.
Chapter 4 follows up with regression analyses source
tables for the results of the equations.

Ethical Considerations
All subjects participating in this study were
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volunteers.

The researcher fully informed all volunteers

regarding the study and its purpose, and assured each
subject of confidentiality through anonymous recording of
collected data by means of a coding system.

The

researcher provided all subjects with an explanation of
the study and its procedures, and participants were
allowed to be released from the study at their request at
any time. The researcher will share the results with
participants upon request.

The proposal was approved for

study by the Human Subjects Committee of the College of
William and Mary, as well as by the Superintendent for
Instruction for the York County Public School System.

CHAPTER 4

Results
This study examined the relationships among
teachers' perceptions of their principal's leadership
style adaptability, teachers' belief systems and
prolonged teacher stress, or teacher burnout.

The

covariates of class size, percentage of students with
ieps

(exluding speech), percentage of chronic discipline

problems, years of teaching experience, and percentage of
students reading below grade level were also examined in
relation to teacher burnout.

Tables 4.1 through 4.3 show

descriptive statistics for the three independent
variables.

Table 4.1 shows descriptive statistics for

the LEAD-other leadership style scale.

Table 4.2 shows

the descriptive statistics for the Jones Irrational
Beliefs Test, and table 4.3 shows the descriptive
statistics for the covariates of years of experience,
class size, percentage of IEPs, percentage below grade
level, and percentage of chronic discipline problemsTables 4.4 through 4.9 show the product-moment
correlation coefficients between various combinations of
the independent and dependent variables.
Table 4.4. shows correlation coefficients between
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subscales of the Maslach Burnout Inventory and the
Leadership Effectiveness Adaptability Description, based
on a two-tailed statistical analysis of group means.
Table 4.5 shows the product-moment correlation
coefficient matrix between mean scores on the Maslach
Burnout Inventory subscales plus total Maslach Burnout
Inventory and mean scores on subscales of the Irrational
Beliefs Test.
Table 4.6 shows product-moment correlation
coefficients among the means of the Adaptability scale on
the independent variable leadership and adaptability, as
measured by the

Leadership Adaptability Description-

Other and the means of the total scores on the
independent variable of irrational beliefs, as measured
by the Irrational Beliefs Test, and the dependent
variable of prolonged teacher stress, as measured by the
Maslach Burnout Inventory.
Table 4.7 lists the product-moment correlation
coefficients between the covariates of years of
experience (YRSEXP), class size (CLASSN), percentage of
discipline problems (PCTDISP), percentage of IEPs
(PCTIEP), percentage of students reading below grade
level (PCTBELOW) and scores on dependent variable as
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measured by the Maslach Burnout Inventory.
Table 4.8 lists the product-moment correlation
coefficients for the subscales of the Leadership
Adaptability Description with subscales of the Irrational
Beliefs Test.
Table 4.9 shows correlation coefficients between the
Leadership Adaptability Description subscales and the
covariates, and table 4.10 displays correlation
statistics between the total score on the Irrational
Beliefs Test and the covariates of years of experience,
class size, percentage of chronic discipline problems,
percentage of students with lEPs (excluding speech), and
percentage of students reading below grade level.
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Table 4.1
Descrjptives for LEAD-Other Leadership Style Scale

Min

Max

N

Variable

Mean

Std Dev

telling

1.42

1.47

.00

8.00

71

SELLING

5.04

2 .00

1.00

11.00

71

participating

4.55

2 .06

1.00

10.00

71

.89

1.24

.00

5.00

71

25.03

4.38

14.00 32.00

71

delegating
adaptability

Note .

LEAD = Leadership Effectiveness Adaptability

Description.
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Table 4.2
Descriptives for Irrational Beliefs Test (IBT)

Mean

Std Dev

Self Expectations

29.34

6.12

13.00

44.00

71

Blame Proneness

30.32

5.38

13.00

44.00

71

Frustration Reactive 28.85

4.82

19.00

40.00

71

Emotional Irrespons . 27.46

5.85

13.00

44.00

71

Anxious Overconcern

27.83

6.91

11.00

42.00

71

Problem Avoidance

25.73

5.80

12.00

39.00

71

Dependency

31.82

4.27

19.00

41.00

71

Helpless for chnge.

24.66

5.65

11.00

39.00

71

Perfectionism

25.54

5.17

14.00

40.00

71

280.00

32 .24

204.00 353 .00

71

Total IBT

Min

Max

N

Variable
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Table 4.3
Descriptives for Demographic Variables (Covariates)

Variable

Mean

Std Dev

Min

Max

N

Yrs Teaching Exper.

14.06

7.93

0

31

66

Class size

23 .42

6.21

2

48

65

Students with IEPs

1.61

1.96

0

7

64

Students Below Grade

6.11

4.03

0

25

64

Chronic Discipline Prob.

3.53

2.64

0

12

66

Table 4.4
Correlation Coefficients Between Subscales of the Maslach
Burnout Inventory (MBI) and the Leadership Effectiveness
and Adaptability Description (LEAD)

LEAD-Other
Telling

Selling

Partic

Delegate

Adapt

-.0434

.0194

.1954

-.2160

.2590*

DP.

.1438

-.0486

.0075

-.0644

PA

.2563*

-.0783

-.2730*

-.0404

-.1128

MBI
EE

MBI Total

Note.

.2052

.2542
.0297

-.0418
-.4498**
-.1849

EE - Emotional Exhaustion; DP = Depersonalization;

PA = Personal Accomplishment.
tailed) .

*p < .05;

**£ < .01 (two-
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Table 4.5
Correlation Coefficients for MBI and IBT Subscales

BP

FR

El

MBIEE

-.2607*

-.1317

- .0643

MBIDP

-.0590

.2044

.1521

MBIPA

.1372

IBT

MBITOT

-.0699

AO

-.2410* - .0737

.3734** .1706
.2922*

.1758

.1952

D

PA

-.0340

.0433

.0075

.3225** .1910

.0015

.2183

.1612

.0249

Note. MBI = Maslach Burnout Inventory; IBT = Irrational
Beliefs Test; MBIEE = Emotional Exhaustion subscale of
the MBI; MBIDP = Depersonalization subscale of the MBI;
MBIPA = Personal Accomplishment subscale of the MBI; The
following are subscales on the Irrational Beliefs Test:
BP = Blame Proneness; FR = Frustration Reactive; El =
Emotional Irresponsibility; AO = Anxious Overconcern; PA
= Problem Avoidance; D = Dependency.
*p <

.05;

**p <

.01 (two-tailed).
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Table 4.6
Correlation Coefficients for Totals of Adaptability on
LEAD, IBT, and MBI

ADAPT
ADAPT

1.0000

IBTTOT

-.2274

MBITOT

Note.

-.1849

IBTTOT

MBITOT

1.0000
.2478*

1.0000

LEAD = Leadership Effectiveness Adaptability

Description; IBT = Irrational Beliefs Test; MBI = Maslach
Burnout Inventory; IBTTOT = total scores on the IBT;
MBITOT = total scores on the MBI; ADAPT = Adaptability
subscale on the LEAD.
tailed) .

< .05;

**£ < -01 (two-
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Table 4.7
Correlation Coefficients Between the Covariates and the
MBI

MBIEE

MBIDP

MBIPA

MBITOT

YRSEXP

.0454

.0695

-.0068

.0388

CLASSN

.0819

-.1726

-.1695

-.1469

PCTDISP

-.0748

.2090

.2666*

PCTIEP

-.2950*

.0102

.0712

-.0291

PCTBELOW

-.1652

.0782

.1065

.0587

.2158

Note. The following are subscales on the Maslach Burnout
Inventory;

MBIEE = Emotional Exhaustion; MBIDP =

Depersonalization; MBIPA = Personal Accomplishment;
MBITOT = total score on the MBI.
symbols for the covariates:

The following are

YRSEXP = years of teaching

experience; CLASSN = class size; PCTDISP = percentage of
chronic discipline problems; PCTIEP = percentage of IEPs
(exluding speech); PCTBELOW = percentage of students
below grade in reading,
tailed).

*g <

.05;

**p <

.01

(two
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Table 4.8
Correlation Coefficients of LEAD With IBT Subscales

Telling

Selling

Partic

Delegate

Adapt

HSE

.0066

-.0303

.0700

-.0251

-.1951

BP

.0085

-.0345

-.0421

.1710

-.0884

FR

.1080

.0125

-.0430

-.0820

-.1290

El

-.0215

.1617

-.0677

-.1368

-.1082

AO

.0662

.1657

-.1568

-.0791

-.2256

PA

-.2494*

.2185

-.0807

.0992

-.0700

D

-.1742

.1162

.0782

-.1149

.0066

.1670

.0114

-.1542

.0680

-.2479*

-.1185

.0616

-.0189

.1481

-.0026

.1280

-.0748

-.0120

-.2274

HC
P

IBTTOT -.0493

Note.

LEAD = Leadership Effectiveness Adaptability

Description; LEAD subscales are Selling, Telling,
Participating, Delegating, and Adaptability; IBT =
Irrational Beliefs Test; IBT subscales are as follows:
HSE = High Self Expectations; BP = Blame Proneness; FR =
Frustration Reactive; El = Emotional Irresponsibility; AO
= Anxious Overconcern; PA = problem Avoidance; D =
Dependency; HC = Helpless for Change; P = Perfectionism;
IBTTOT = Full Scale IBT. *p <.05; **g <.01

(two-tailed).
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Table 4.9
Correlation Coefficients Between LEAD Subscales and
Covariates

Telling

Selling

Partic

Delegate

Adapt

YRSEXP

-.0588

-.0697

.2207

.1949

.1000

CLASSN

.0625

-.1315

.0636

.0057

-.0506

PCTDISP -.0753

-.0319

.0121

.1562

.0581

PCTIEP

-.0018

.0291

.0729

.0170

-.1368

.1784

.0623

.1556

.0246

PCTBELOW -.1026

Note

LEAD = Leadership Effectiveness Adaptability

Description; LEAD subscales are Telling, Selling,
Participating, Delegating, and Adaptability; Covariates
are years of teaching experience, class size, percentage
of chronic discipline problems, the percentage of
students with IEPs (exluding speech), and the percentage
of students reading below grade.
*£ < .05;

**g < .01

(two-tailed).

102
Table 4.10
Correlation Coefficients of Total IBT With Covariates

Total IBT
Years Teaching

- .3454**

Class Size

-.0985

Percent Discipline Problems

.0625

Percent IEPs

.0833

Percent Below Grade Reading

.0192

*p < .05;

**p < .01

(two-tailed).
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Hypothesis 1
Hypothesis 1 stated that there would be no
significant relationship between Emotional Exhaustion on
the Maslach Burnout Inventory and teachers' perceptions
of their principals' leadership adaptability, teachers'
irrational beliefs, and the covariates of years of
teaching experience, class size, percentage of discipline
problems, percentage of lEPs, and percentage below grade
level in reading.

The stepwise regression analysis only

entered the independent variable of percentage of
students with lEPs.
4.12.

Data are recorded in Tables 4.11 and

Table 4.11 reports the analysis of variance.

Tables 4.12 through 4.14 report the results of the
stepwise multiple regression analyses.

Table 4.12 shows

information on variables included in the equation, and
variables not in the equation.
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Table 4.11
Multiple R Values and Analysis of Variance

Multiple R Values

Multiple

R

.29504

R Square

.08705

Adjusted R Square

.07208

Standard

Error

4.58305

Analysis of Variance
DF

Sum of Squares

Mean Square

Regression

1

122.16237

122.16237

Residual

61

1281.26620

21.00436

F = 5.81605

Significant F = .0189
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Table 4.12
Variables in the Equation and Variables Not in the
Equation

_

Variables in the Equation

Variable
PCTIEP

b
-.091370

SE

b

.037887

Beta

T

-.295035

(Constant) 44,042792 .666888

Sig T

-2.412

.0189

66.042

.0000

Variables Not in the Equation

_

Partial

Min Toler

.236371

.246821

.995461

IBTTOT

-.177840

-.185532

YRSEXP

.035220

CLASSN

Variable

Beta In

T

Sig T

1.973

.0531

.993637 -1.463

.1488

.036762

.995645

.285

.7767

-.102949

-.091371

.719154

-.711

.4800

PCTDISP

.029675

.029181

.882763

.226

.8219

PCTBELOW

.014991

.012635

.648589

.098

.9224

ADAPT

Note.

PCTIEP = percentage of students with IEPs (exluding speech);

ADAPT = Adaptability subscale on the Leadership Effectiveness
Adaptability Description; IBTTOT = total scores on the Irrational
Beliefs Test; YRSEXP = years of teaching experience; CLASSN = class
size; PCTDISP = percentage of students with chronic discipline
problems; PCTBELOW = percentage of students reading below grade.
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Hypothesis 1 was tested through the stepwise method
of regression, where Emotional Exhaustion on the Maslach
Burnout Inventory was entered as the dependent variable
and percentage of students with lEPs as the first
predictor variable.

However, no other variables were

picked up, so that the regression ended at step one.

The

final equation for this set is as follows:
MBIEE = 44.042792 + -.091370(PCTIEP) + 21.00436
(constant)
(b weight)
(error)
Because the F value was significant beyond the alpha =
.05, the null hypothesis was rejected.
Hypothesis 2
Hypothesis 2 stated there would be no significant
relationship between Depersonalization on the MBI and
teachers' perceptions of principal leadership
adaptability, teachers’ belief systems, and the
covariates.
In testing the null hypothesis for Main Effects for
the dependent variable, Depersonalization (MBIDP), no
predictor variables were either entered into or removed
from the regression equation.

Therefore, the null

hypothesis must be accepted.
Hypothesis 3
Hypothesis 3 stated that there would be no
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significant relationships among the predictor variables
of teachers' irrational beliefs as measured by the IBT,
teachers1 perceptions of principal leadership
adaptability as measured by the LEAD-Other, and the
covariates, and Personal Accomplishment as measured on
the MBI.
The following results were obtained from a 3 - step
regression analysis using total IBT and the Adaptability
subscale on the LEAD-Other as shown in tables 4.13
through 4.16. There were three steps included in this
analysis, with the dependent variable, Personal
Accomplishment (MBIPA) paired with the covariate,
percentage of discipline problems (PCTDISP).
The first step included the covariate, Percentage of
students with IEPs.

The second step introduced the

predictor variable, Total IBT.

The third step of the

equation entered the covariate, percentage of students
with chronic discipline problems (PCTDISC).
was significant beyond the .0001 level.

The value
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Table 4.13
Analysis of Variance and Multiple R Values

Multiple R Values

Multiple R

.58454

R Square

.34169

Adjusted R Square

.30822

Standard Error

7.67467

Analysis of Variance

DF

Sum of Squares

Mean Square

Regression

3

1803.75298

601.25099

Residual

59

3475.13591

58.90061

F =

10.20789

Signif F = .0000
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Table 4.14
Variables in the Equation

Variable
ADAPT

B

SE B

Beta

T

-.381212 -3.507

Sig T
.0009

-.810984

.231227

IBTTOT

.076451

.029811

.278806

2 .564

.0129

PCTDISP

.121420

.047456

.271586

2 .559

.0131

2 .645

.0105

(Constant) 29.660981

11.214676

Note. ADAPT = Adaptability subscale on the Leadership
Effectiveness Adaptability Description; IBTTOT = total
score on the Irrational Beliefs Test; PCTDISP =
percentage of students with chronic discipline problems.
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The final equation of this 3-step process includes
the criterion variable of Personal Accomplishment and a
combination of two predictor variables, Adaptability and
total scores on the Irrational Beliefs Test,

and a

covariate, percentage of students with chronic discipline
problems, where
Criterion =

Constant + b(ADAPT) + b(IBTTOT) +
b(PCTDISCP) + Residual Mean Square.

Thus, the final numerical equation in mathematical
terms equals the following:
MBIPA =

29.66 + 0.81(ADAPT)

+

0.08(IBTTOT) +

0.12(PCTDISCP) + 58.9.

The above equation shows a significant correlation
among the dependent variable, Personal Accomplishment and
the predictor variables of Adaptability, Total IBT, and
percentage of discipline problems.

Because multiple

regression analysis revealed significant results using
total scores on the Irrational Beliefs Test (IBT) and
Leadership Adaptability, with Total IBT interacting with
Personal Accomplishment, a follow up procedure was done
to examine these results more closely using the multiple
regression statistical technique correlating IBT
subscales and Leadership Adaptability with Personal

Ill
Accomplishment, because the IBT prediction was owing to
the influence of the Frustration Reactive subscale.

The

results of the multiple regression analysis using the IBT
subscales and the Leadership Adaptability index of the
LEAD-Other revealed a significant correlational
relationship between the criterion variable, Personal
Accomplishment and the predictor variables: Percentage of
students with chronic discipline problems, Leadership
Adaptability, and Frustration Reactive (subscale on the
IBT).

This relationship can be expressed in mathematical

form as follows:
MBIPA =

34.01 + -0.837(ADAPT) + 0.622(FR) +
0.112(PCTDISC) +

55.72,

(where

555.72 = residual mean square error)
where MBIPA = the dependent variable, Personal
Accomplishment, ADAPT - the predictor variable,
Leadership Adaptability, FR = the predictor variable
Frustration Reactive, a subscale on the IBT, and PCTDISC
= the covariate, percentage of students with chronic
discipline problems.

This equation supports the

observation that null hypothesis 3 is rejected.

Table

4.17 and 4.18 present the results of the additional
analyses.
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T a b l e 4.15

Multifile R Values and Analysis of Variance

Multiple R Values

Multiple

R

.61420

R Square

.37725

Adjusted R Square

.34558

Standard

Error

7.46455

Analysis of Variance

DF

Sum of Squares

Mean Square

Regression

3

1991.43578

663.81193

Residual

59

3287.45311

55.71954

F - H.91345

Signif F = .0000
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Table 4.16
Variables in the Equation

Variable

ADAPT

B

SE B

Beta

T

Sig T

-.837306

.221570

393586 -3.779

.0004

FR

.622957

.193914

336245

3.213

.0021

PCTDISP

.112306

.046380

251200

2.421

.0186

4.025

.0002

(Constant)34.011979

Note.

8.449450

ADAPT = Leadership Adaptability; FR = Frustration

Reactive; PCTDISP = percentage of students with chronic
discipline problems.
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Additional analysis of Data
Teachers in the sample population were also asked
to respond to two questions regarding job satisfaction
and job stress.

The first question was to list the three

factors that contributed most to the teacher's feelings
of job-related stress.

The responses were categorized

and rank-ordered according to the observer.

Categories,

along with their rank order and numbers of responses for
each are listed below in table 4.17.
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Table 4.17
Ranked Categories of Stressors From Sampled Teachers

Category

Number

1.

Time (not enough)

30

2.

Leadership/cent.off./princ.

16

3.

Parents

13

4.

Difficult/disruptive students

13

5.

Paperwork

12

6.

Resources/materials

10

7.

Inclusion

8

8.

Feeling responsible to students,

8

others
9.

Class size

7

10.

High expectations of self/others

5

11.

Lack of respect/feeling valued

5

12.

Work responsibilities unrelated

4

to teaching
13 .

Being observed by peers/admin.

4

14.

Meetings (too many)

3

15.

Lack of training

3

16.

Lack of energy

2

__Note.

Sample size = 61.

116
There were five additional responses that were each
listed by one respondent.

These included always being in

a hurry; outside, personal stressors; too many details to
remember; constant interruptions while trying to teach;
and low pay.

It might be interesting to be aware of

these responses, because these concerns may be
generalized to the larger population of elementary school
teachers.

it appears that not having enough time to do

the job is the number one stress producer for the
elementary teachers in the sample. Past research supports
this, as illustrated by the Turk report (Turk et a l .,
1982), which found time pressure as being one of the
major factors contributing to teacher stress.
Next, teachers were asked to list three
characteristics of a school principal that contributed
most to positive school climate and their job
satisfaction.

Again, the responses were categorized and

rank-ordered according to observer judgment.

Categories,

along with their rank order and number of responses for
each are listed below in table 4.18.
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Table 4.18
Characteristics of School Principals

1.

Supportive (in all situations)

38

2.

Trust/respect/treats professionally/

27

involves in decision-making
3-

Good listener

17

4.

Open/honest

15

5.

Leadership qualities (style, providing

13

direction, visionary, organized)
6.

Appreciative/gives praise

10

7.

Fair/flexible

9

8.

Positive attitude

8

9.

Caring (about students, staff)

7

10.

Friendly

7

11.

Availability

6

Note.

Sample size = 60.
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Most teachers sampled apparently want supportive,
trusting principals, who respect them and treat them as
professionals and who actively listen to them, according
to the ranked data above. Apparently, teachers have the
need to feel that their opinions are valued and that
administrators need to be more visible, and not remain
too aloof.
There were seven responses which could not be
categorized under the existing categories.

They were

easygoing, generous, having an educational background,
stern, emphasizing student learning, and not allowing a
few students to "ruin" the education of many students.
It is interesting that only one response mentioned
emphasizing student learning as one of the three most
important characteristics, although it is certainly
possible that other factors listed could impact either
directly or indirectly on student learning.
is a potential focus for another study.

This topic
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CHAPTER 5

Discussion of Results
This study investigated the influence of certain
predictor variables on the criterion variable of
prolonged teacher stress.

The predictor variables

included teachers' belief systems, as measured by the
Irrational Beliefs Test (IBT), teachers' perceptions of
principal leadership style adaptability, as measured by
the Leadership Effectiveness Adaptability Description
(LEAD-Other), and the covariates of class size,
percentage of students with IEPs,

(or inclusion students,

exluding speech), years of experience, percentage of
chronic discipline problems, and percentage of below
grade-level students. Care needs to be taken not to
generalize these results to all teachers, and to
emphasize that these results pertain to elementary school
teachers only.

As was mentioned previously in chapter 4,

it is difficult to justify considering the four
dimensions of leadership - Telling, selling,
participating, delegating - as predictor variables
because there were too few principals representing each
style type to analyze catagorical data.
Hypothesis 1
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Hypothesis 1 stated that there would be no
significant relationship among the predictor variables of
teachers' belief systems, teachers' perceptions of
principal leadership adaptability, and the dependent
variable of Emotional Exhaustion, after controlling for
class size, percentage of chronic behavior problems,
percentage of students below grade level in reading,
years of teaching, and percentage of students with IEPs
(inclusion students).
Using total scores on the IBT and the Leadership
Adaptability Index in the regression analysis, with
Emotional Exhaustion, Percentage of students with IEPs
was the first and last variable to enter the equation.
This shows that the number of IEPs in a teacher's
classroom could possibly have an impact on emotional
exhaustion of teachers.

It makes sense that the more

students with IEPs in a classroom, the more teachers have
to deal with in terms of paperwork, extra help,
frequently on a one-on-one, and making extra, and
sometimes extraordinary, accommodations for these
students in the classroom.
With the inclusion program now an integrated part of
the regular classroom instructional program, teachers who
are the most caring, conscientious and dedicated are most
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likely the very ones who get more of these students
assigned to their classrooms. These teachers are going to
feel more emotionally drained and used up at the end of
the work day.
Some of the other problems associated with emotional
exhaustion include feeling fatigued when one gets up in
the morning and has to face another day at work, feeling
burned out, feeling frustrated by one's job, the feeling
that one works too hard at one's job, feeling that
working with students put too much stress on one, and
feeling as if one is at the end of one's rope (Maslach &
Jackson, 1993).
Results of a test of hypothesis 1 showed a
significant negative relationship between the percentage
of students with IEPs and teachers' emotional exhaustion
score on the IBT.

A possible explanation of this

relationship is that a higher number of students with
IEPs (excluding speech) could contribute to the emotional
exhaustion of a teacher who may not be trained to deal
with this type of student. Referring to the list of job
stressors from the teachers sampled, number two on the
list was children with problems of self-control or other
problems of an emotional nature.
Disruptive, unruly children are not always the ones
with IEPs.

However, a large proportion of them may be

difficult to work with for various reasons.

Children who
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have IEPs may themselves be more frustrated and therefore
have a lower tolerance for anger,

or, their parents may

also be frustrated either with their child or with the
system and may blame the teacher simply because that
teacher is there and an easy target.

Teachers may also

feel the need and pressure to try even harder to bring
these children up to grade level, even though this may be
an unrealistic goal. They may blame themselves when these
children don’t "make the grade" and see themselves as
failures for letting the child down, as well as feeling
that it reflects badly on them as teachers. So they try
even harder, and become exhausted both emotionally and
physically. The assumption is that this is true
particularly for the more dedicated, conscientious and
caring teachers.
Hypothesis 2
Hypothesis 2 stated that there would be no
significant relationship among the predictor variables of
teachers' irrational beliefs, teachers' perceptions of
principal leadership adaptability, and the dependent
variable of Depersonalization, controlling for class
size, years of teaching, percentage of students with
IEPs, percentage of students who are below grade level in
reading, and percentage of students with chronic behavior
problems.
Results indicated no significant relationship among
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these variables.

A possible reason for the acceptance of

the null hypothesis might be because of lack of variance
among subjects on the Depersonalization subscale.

The

subscale purports to measure "an unfeeling and impersonal
response towards recipients of one's service, care,
treatment, or instruction (Maslach & Jackson, 1993),"
reflects negative attitudes.

Such attitudes show up in

teachers' behaviors such as use of derogatory labels,
(for example, "they are all animals'), demonstrating a
cold or distant attitude, and distancing themselves from
their students (for example, barricading themselves
behind a desk).

Middle and high school teachers tend to

score higher on the Depersonalization scale than do
elementary school teachers (Maslach, 1981).

Also, male

teachers tend to score higher on Depersonalization than
do female teachers.

Most elementary teachers are women

who, by nature and socialization, are caring individuals,
and therefore care about the students.

They enter the

profession because they are dedicated to shaping the
lives of children, and the type of job that elementary
school teaching represents attracts people who care about
children.

Therefore, depersonalizing young people would

be unlikely for them.

Results also indicated no

significant impact of principal leadership adaptability
on Depersonalization.
Hypothesis 3
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A test of hypothesis 3 showed a relationship in the
regression equation among Adaptability, the total IBT and
the dependent variable, Personal Accomplishment. The
results from testing Hypothesis 3 revealed a significant
relationship between leadership adaptability and personal
accomplishment.

The leadership adaptability index

indicates the degree to which changes in leadership
styles are appropriate to the degree of readiness of the
leader's subordinates who are involved in different
situations.

This is opposed to a style range, which is

the extent to which leaders can vary their style of
leadership.

Leaders appear to differ in their ability to

vary their style in order to accommodate different
situations.

For example, some leaders or principals may

seem limited to one particular leadership style.

As a

result, rigid leaders tend to be effective only in those
environments in which their style is compatible with
situational demands.

Leaders who are flexible, on the

other hand, have the potential to be effective in a
number of situations (Hersey & Blanchard, 1988).

In

other words, it is possible that style range could be
effective as long as the situation with which leaders
deal are compatible with their preferred styles.
However, further research using a larger sample size
needs to be done to provide for more definitive
conclusions.
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The possibility that style adaptability may not only
be a good measure of a leader's diagnostic ability, but
also a critical factor in determining a leader's
effectiveness, is worthy of further investigation. If a
leader or principal has good diagnostic skills and the
ability to use the appropriate style for a given
situation with his/her employees, then that leader may be
more effective (Hersey & Blanchard, 1988).

For example,

the relationship between leader adaptability and feelings
of personal accomplishment by teachers may be explained
as a function of the group's readiness level and the
principal's ability to diagnose that level.
To illustrate, a group of teachers may usually be
able to handle responsibility, but the group is becoming
less and less ready.

This may be due in part to the

principal's having recently restructured the group's
environment.

After assessing the situation, this

principal should keep the lines of communication open and
delegate more responsibility, but still ensure that goals
and objectives are met with a moderate degree of
structure.

So by incorporating the group's

recommendations while still meeting goals and objectives
through a moderate degree of structure, this normally
responsible group will respond in a more positive way,
which would then give the group more feelings of personal
accomplishment.
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Another explanation for this relationship may be
that teachers prefer principals who are supportive, who
listen to them with an openness and a willingness to
incorporate their ideas, who treat them with professional
respect, and who involve them in active decision making.
The second highest stressor for teachers indicated in the
sample involved some aspect of leadership, either from
the principal or from the central office.

Previous

research supports this. In the D ’Arienzo study (D'Arienzo
et al., 1982), results showed lack of administrative
support as the most stress-producing factor.
Studies using the MBI with multiple regression
techniques, identified certain organizational factors
that contributed to

teacher burnout (Anderson &

Iwanicki, 1984; Crane & Iwanicki, in press; PiersonHubeny & Archambault, 1984; Jackson et al., in press;
Schwab & Iwanicki, 1982a; Mazur & Lynch, 1989; Maslach &
Jackson, 1993). One of these factors was participation in
decision making, which contributed to up to 20 percent of
the explained variance in the Personal Accomplishment
scale.

Other factors which contributed to this

relatively high proportion of explained variance were
role conflict, role ambiguity, reward systems, need
deficiency, freedom and autonomy, and social support
networks.
As has been indicated in previous research, studies
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have linked teachers' perceptions of leadership style of
principals with teacher occupational stress {Chapman,
1983; Cook, 1983). In the Cook study, using the MBI, a
direct relationship was found between the consideration
style of leadership and personal accomplishment of
teachers.

Therefore, it appears that teachers expect

principals to allow them the freedom to incorporate their
ideas within a moderate, but flexible, structured
environment.

Leaders and principals who can incorporate

and adapt their style to accommodate these teachers'
needs may be better able to increase these teachers'
feelings of personal accomplishment by being supportive,
listening to their concerns with an open mind, and
demonstrating professional respect by incorporating their
ideas when making decisions.

Conversely, if teachers

feel a lack of personal accomplishment, they may be more
likely to perceive a principal's leadership adaptability
in a negative way, or quite different than the principal
perceives his/her own adaptability of style, and this
principal may be completely unaware of how his/her
ability to adapt is coming across to others.

This

unawareness could, in turn, affect the dynamic
relationship between the principal and his/her staff.
As was discussed above, further analysis of the data
was done to investigate the influence of any IBT
subscales on

Personal Accomplishment.

Results from the
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testing of hypothesis 3 showed a significant influence of
the total IBT on the subscale, Personal Accomplishment of
the MBI.

Rejecting the null hypothesis, therefore, meant

a further analysis was indicated.

This was done using

the IBT subscores to ascertain exactly which subscale was
having an impact on the lack of personal accomplishment
of teachers. The regression equation showed that the
subscale, Frustration Reactive, influenced teachers'
feelings of personal accomplishment. An interpretation of
this subscale indicates that people (including teachers)
have varying degrees of reactions to frustration.

A very

high score on this subscale suggests a belief that it is
pretty terrible, or even awful and catastrophic, when
things are not the way they should be.

Hence one feels

that it is appropriate to get upset when things go
'wrong' or people behave in a way that one doesn't want
them to.

(Woods, 1990).

People who feel this way insist

that things not go wrong and can't understand why they
do. Such people find it hard to deal with the realities
of life--that we live in a less-than-perfect world with
less-than-perfect people.

Other events, such as weather-

related events, also don't go according to one's plan.
Frustrations are not accepted as challenges and a part of
life.

Teachers who hold this belief, and who find it

difficult to accept an imperfect world, would probably
find it difficult to accept, adapt and adjust to work-
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related problems over which they have little or no
control.
Apparently a significant number of teachers in the
sample have this belief. Perhaps teachers develop a low
level of frustration tolerance from having to deal with
so many factors in the classroom and in the workplace
which are beyond their control.

Therefore, their

reactions to these events reflect an attitude of
helplessness and anger.

This, in turn, could affect

their feelings of personal accomplishment, because they
don’t feel like they can accomplish anything in an
environment which, as they see it, does not allow them to
feel empowered.

Lack of frustration tolerance can also

affect ability to deal calmly with emotional problems at
work.

If teachers feel frustrated, they are less likely

to be able to handle things at work in a calm, rational
way.
Past research supports a strong correlation between
locus of control and teacher stress.

Willower (1967),

and Kyriacou and Sutcliffe (1979), found significant
positive correlations between external locus of control
and teacher stress.

Stressors listed by the sampled

teachers reflect situations and/or things over which they
have little or no control.

It may be that job stressors

such as time management affect teachers' locus of
control, which can affect teachers’ feelings of
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empowerment.
The factor of time pressures was the number one
stressor listed by teachers in the sample.

Specifically,

they stated that they did not have enough time to
accomplish job-related tasks, such as teaching, they had
to spend a lot of time out of contract hours in order to
prepare, and there was no time for planning.

This can

certainly lead to feelings of frustration and lack of
accomplishment. Results reveal that both leadership
adaptability and reaction to frustration have an impact
on the personal accomplishment of teachers independent of
each other.

Coates et al.,

(1976) found that one of the

chief causes of anxiety among classroom teachers was time
demands.

Swick and Hanley (1985) reported time and

scheduling demands to be significantly related to stress.
If they are under time pressures, teachers will be less
able to take the time to understand how their students
are feeling and will be less likely to deal with their
students' problems as effectively. Time pressures could
conceivably cause them to create a less relaxed
atmosphere with their students, which could then affect
feelings of exhilaration from working with their
students.

This could then lead to fewer feelings of

having accomplished or achieved any worthwhile things on
the job.
The covariates of years of teaching and percentage
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of students below grade in reading never entered the
regression equation.

This could be explained in that the

number of years in teaching per se doesn't necessarily
contribute to burnout unless this factor interacts with
others.

There are many other factors beyond the scope of

this study which could contribute to teacher stress and
teachers' ability to deal with it.

Factors such as age,

marital status, economic status and number of family
members, therefore, were not included in this study.
Class size did not figure into the prediction
equation, perhaps because it is not necessarily the
number .of students in the classroom that impacts on
stress, but the type of child in the classroom.
should be noted here that it was not the

It

class size and

number of students below grade level that teachers listed
as one of the three most stress-producing factors on the
job.

In fact, neither class size nor number of students

below grade level in reading made the list at all.
The final regression equation shows that the
percentage of chronic discipline problems was found to
have an influence on the dependent variable of Personal
Accomplishment.

It was mentioned earlier that the number

two stressor on the list of the teachers sampled in the
present study was students who lacked self control and
were disruptive and unruly.

Research, such as that done

by Turk et al. (1982), Kyriacou and Sutcliffe (1978),
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D'Arienzo et. al. (1982), and Fimian (1982), corroborates
the notion that discipline problems contribute
significantly to teacher stress.
A possible reason for rejecting the null hypothesis
for this variable may relate to the discrepancy between
what teachers feel they want or need to accomplish and
what they can realistically accomplish with regard to
changing student behavior.

In the D'Arienzo study on

teacher occupational stress,

(D'Arienzo et a l ., 1982),

the researchers identified four main clusters.

One of

those clusters was the concern of disruptive students.
Why does the number of discipline problems impact on
personal accomplishment?

One reason for this might be

that teachers are reluctant to send these students to the
office because it is a reflection on their ability to
control their classrooms.

They may look upon sending a

disruptive child to the office as a weakness inherent in
them as a teacher.

Therefore, they choose to put up with

such a student and handle the problem on their own,
rather than "give in."

Another reason might be that

teachers feel that sending a student to the office is not
effective, or that it may actually be a reward for the
v.

student who misbehaves. It could be that some principals
actually encourage not sending a child to the office for
misbehavior by insisting on discipline plans from their
teachers and using the office only as a last resort.
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This may in turn reinforce teachers' feelings of
inadequacy and powerlessness when attempting to
discipline a difficult, unruly student.

They may feel

they are not receiving adequate support from the
administration.

Finally, teachers may lose the feeling

that they can deal effectively with students' problems,
and since they feel under pressure (either from
themselves or from administrators) to keep the child in
the classroom, they will not find it easy to create a
relaxed atmosphere in their classrooms.
Directions for Future Research
The results of this study suggest that factors that
could impact on prolonged teacher stress are leadership
adaptability, reaction to frustration (after further
investigation of total IBT results), number of students
with IEPs (excluding speech) in a classroom, and number
of discipline problems in a classroom.

However, because

of the relatively small sample size and the limited
number of principals included in the sample, care should
be taken in generalizing these results to all elementary
teachers. Future research should be done in such a way as
to insure adaquate sample size of principals.
Further research should also continue to investigate
several other issues.
style

First, the impact of leadership

on teachers and stress, whether in a positive or

negative direction, needs to be addressed.

Past research
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strongly suggests that there is indeed a relationship
between the two variables. Second, researchers should
continue to focus on the impact of leadership
adaptability on teachers' feelings of personal
accomplishment and effectiveness.

Third, this study

produced data showing that lack of administrative support
for the empowerment of teachers was significantly stress
producing (D'Arienzo, et al., 1982; Henchey & Brown,
1987).

what can be done to help these teachers feel more

in control?

Administrators need to take a hard look at

factors which are getting in the way of teachers'
feelings of empowerment. If teachers are feeling
empowered themselves, if their locus of control is more
internal than external, they would more likely feel they
were positively influencing the lives of others through
their work, and therefore feel more energetic and
productive less frustrated, and less stressed.
Research could also continue to focus on studying
leadership style adaptability from the point of view of
the principal's perception of his/her own ability to
adapt compared with that of his/her staff.

This would

provide principals with valuable information as to how
they are seen by their staffs, and bring into focus the
needs of situational leadership.

The suggested method

would be aggregating data by school, rather than
collecting data across schools.
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Research could also include further examination of
teachers' perceptions of their principals' leadership,
how readily principals can adapt their styles of
leadership to the needs of teachers, and how their styles
impact on teachers' classroom instruction.

If teachers

perceive their principal's leadership style a certain
way, they may react in ways that impact student
instruction. Because leadership has been given a top
priority on the list of job stressors by the sample,
future research could help clarify how leadership style
and adaptability specifically impact on teacher stress so
that future leadership training programs could then focus
on addressing this issue.
The issue of teachers' belief systems has been
addressed in previous research.

The Jones Irrational

Beliefs Test (Jones, 1968) was the instrument used in
this study to measure factors of teachers' belief systems
so as to examine their impact on teacher stress.
However, although this instrument has fairly acceptable
validity, it's greater value lies in its use with studies
involving mental health issues and as a research tool in
RET studies. Future research might be better off
developing and using scales that more accurately measure
the belief systems of classroom teachers.

Perhaps a

research instrument can be developed which specifically
measures

the irrational beliefs of teachers, such as
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those cited by Susan Forman, in her study, Forman
reported that several researchers had written about
certain specific irrational beliefs commonly held by
teachers that could contribute to teacher stress (Forman,
1990; Bernard & Joyce, 1984) .

Those beliefs are listed

in chapter two of this study.

Surveys which ask

teachers to respond to questions regarding their feelings
about stress and what they feel contributes to it would
be helpful in gaining knowledge of what to provide focus
for further research.

Much of what teachers listed as

stressors at work was also mentioned in previous
research, such as

time pressures, feeling not valued by

the administration, excessive paperwork, and having to
deal with disruptive students.

Past research has linked

job and time demands with teacher stress (Coates, et al.,
197 6; Swick & Hanley, 1985).

Because prolonged teacher

stress should be measured over a longer period of time,
instead of surveying teachers at the beginning of the
year, data collection could be done in the spring.

Or

studies could also include interviews, rather than just
relying on self-reported instruments.

Also, other

factors, such as teacher absenteeism, attrition from the
profession, and need for change could be examined.
Finally, further research could focus on how to best
help teachers deal with job-related stress, specifically
in helping them deal with frustrations on the job, and
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their feelings of lack of personal accomplishment.

More

research in the area of treatment or intervention, such
as stress inoculation training (Cecil & Forman, 1990), or
a cognitive-behavioral approach to stress management
(Forman, 1982), is indicated.

Principals have a

responsibility to their staff in recognizing and
addressing potential problems as they occur. Particularly
useful, would be training for principals in recognizing
the leadership style demands of various situations and
adapting one's leadership style to suit the context. If
teachers could get training on how to handle stress and
principals and other administrators could receive
training in how to help teachers deal with stress,
stress-related problems in the workplace could be
significantly reduced.
Summary and Conclusions
This study attempts to contribute to the research
that focuses on teacher stress as a function of many
issues and factors. By examining two possible
contributors to prolonged teacher stress - teachers'
irrational belief systems, and teachers' perceptions of
principals' leadership adaptability - this research was
able to clarify further relationships (or lack of) among
the three variables.
Teacher stress has been examined and researched for
years.

Various aspects of leadership style and teachers'
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perceptions of it has been addressed within the past 10
years.

At the center of this research study is the

theory of Albert Ellis (1962) on Rational Emotive Therapy
and irrational belief systems.

Many studies done on

stress, particularly teacher stress, and irrational
beliefs have linked the two. This research went beyond
looking at teacher stress as a function of each of the
two variables of leadership adaptability and irrational
beliefs separately and investigated the degree to which
each variable contributed to prolonged teacher stress.
At stake is this question: What can be done to alleviate
job stress for teachers and how can the research best
contribute to supportive ideas toward this end?

it is

hoped that this research will stimulate future studies to
do both.
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Appendix A
Consent Form
This consent form is to request your voluntary participation
on a study which will be conducted in the Fall of 1994.
Please
read the following information. Then sign the last section marked
"Informed and Vuluntary Consent to Participate" if you are willing
to participate in the study.
Purpose of the Study
The purpose of this study is to investigate the relationships
among belief systems of teachers,
teachers; perceptions of
principals’ leadership style and prolonged teacher stress.
The
theory of Albert Ellis proposes that certain belief systems can
affect how people perceive events. There is much in the literature
that links perceptions of events (sometimes called stressors) to
stress. There is also much research that links teacher stress to
principal leadership style. The question is, to what degree does
each contribute to teacher stress, and does this relationship exist
universally for elementary teachers?
Amount of Time Involved for Subjects
Teachers will be asked to complete 3 surveys; one on belief
systems, one on employee perceptions of principal leadership style,
and one on teacher stress. The completion of such surveys should
take no more than 45 minutes.
Assurance of Confidentiality
All data collected in the study will be kept in confidence.
Teachers will be assigned numbers for research analysis and only
the investigator will have access to these numbers. For purposes
of analysis, only group data will be utilized.
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Assurance of Voluntary Participation
participation in this study is strictly voluntary. The right
of the individual to decline to participate or to withdraw in part
or whole at any time is guaranteed.
Availability of Results
Results of this study may be
investigator at the following address:

obtained

by

writing

to

Pamela Pare
102 Chapel Hill Lane
Williamsburg, Virginia 23188
Informed and Voluntary Consent to Participate
I have been informed and agree to participate in the study
outlined above. My right to decline to participate or to withdraw
at any time has been guaranteed.

volunteer

date
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Abstract
PROLONGED TEACHER STRESS AS A FUNCTION OF TEACHERS' PERCEPTIONS
OF PRINCIPAL LEADERSHIP STYLE AND TEACHERS' BELIEF SYSTEMS
Student, Pamela Pare1, The College of William and Mary in
Virginia, 1995. 152 pp.
Chair: Professor Kevin Geoffroy
The purpose of this study was to investigate the
relationship among prolonged teacher stress (or burnout),
teachers' perceptions of leadership style adaptability, and
teacher irrational belief systems.
The York County School Division was chosen because of the
relative availability of subjects. Three surveys measuring
teachers' perceptions of leadership style and style adaptability,
teachers' irrational belief systems, and prolonged teacher
stress, were disseminated among elementary classroom teachers in
the county. Out of 100 elementary -school teachers surveyed, there
were 71 responses.
Three dimensions of burnout were measured: Emotional
Exhaustion, Depersonalization, and Personal Accomplishment. It
was hypothesized that there would be no significant relationship
among 1)emotional exhaustion, teacher's perceptions of principal
leadership adaptability, teachers' irrational beliefs and the
covariates of class size, percentage of discipline problems,
percentage of students below grade in reading, percentage of
students with IEP's and years of teaching experience
2)depersonalization, teachers' perceptions of principal
leadership adaptability, teachers' irrational beliefs, and the
covariates, and 3)personal accomplishments, teachers' perceptions
of principal leadership adaptability, teachers' irrational
beliefs, and the covariates.
It was concluded that a significant relationship exists
between emotional exhaustion of teachers and the number of
students in IEP's, between personal accomplishment and leadership
adaptability, and between personal accomplishment and percentage
of students with discipline problems. No significant relationship
showed with the subscale of depersonalization, but this result
was likely affected by sample size.
Further study is needed to evaluate the relationship between
depersonalization and the predictor variables and to ascertain
the degree of the relationship between leadership style and
predictor variables.

